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Abstract
This thesis argiies that changes in the ‘idea’ of the university can be identified 
through an analysis of the textual identities of institutions utilising Computer 
Assisted Qualitative Data Analysis Softwai*e (CAQDAS).
The historical review at the beginning of the work identifies four key, 
perennial aspects of university identity and function: (i) transmitting knowledge 
and producing cultured students; (ii) research; (iii) training for employment; and
(iv) a wider duty to society. The thesis rests upon the premise that the relative 
prominence of each of these four aspects in university publications gives a 
university a certain textual identity at a given time. The thesis flirther suggests 
that certain specific forces — State intervention, economic pressures, industiy, 
and competition — affect the priority given to these aspects.
The University of Surrey is examined as a case study and changes in the 
relative prominence of these aspects are observed in the textual presentation of 
this institution over time. These findings, when compared with an analysis of the 
public documents of a cross-sector sample of other institutions, revealed 
different textual identities and this has implications regarding university mission 
and performance.
The thesis shows that external factors do have an influence upon textual 
identity. CAQDAS was also able to reveal that university textual identity is not 
monolithic and varies over time and depending on the intended audience. The 
remit of the study extends to January 2002, and is therefore timely in light of the 
2001 review of the structure and funding of higher education (Newby, 2001), 
particularly because a key aspect of the Newby review is the increasingly explicit 
linldng of funding to mission. This analysis contributes to debates in higher 
education concerning institutional identity, the usefulness of existing institutional 
typologies, mission, and possible futures for the sector. The study also makes a 
methodological contribution to educational research in its innovative 
employment of the CAQDAS tool.
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Introduction
Preamble
Although the ‘idea’ of the university has changed throughout history, certain of its 
features have remained constant, hi particular, foui* featiu'es of university function and 
identity can be distinguished —  (i) tiansmitting knowledge and culture; (ii) training 
for employment; (iii) research; and (iv) a wider duty to society. The emphasis on each 
of these features has varied over time and across institutions imder the influence of 
political, religious, and economic forces.
One way of understanding the nature of a given university at a given time is by 
examining die self-descriptive texts produced by tiiat institution —  especially student 
prospectuses and formal funding documents. The identity of a given university as 
reflected in these documents can be referred to as diat institution’s textual identity>
This study examines die textual identity of several English universities thiough 
a statistical analysis of the texts produced by a sample of universities, and by the 
University of Surrey in particidar. In undertaking this task, the study utilises (and tests 
die efficacy of) computer-assisted qualitative data analysis software (CAQDAS).
Textual and institutional identity
For many years, die teini ‘textual identity’ belonged to the field of literaiy criticism 
and refen ed to the elucidation of meaning (Gracia, 1995). However, the advent of the 
Internet generated a new use for the term diat has been adopted across academic 
disciplines (e.g. Caromia, 1999; Kirwin, 1998) and also in policy-making. For 
example, die United States government connnissioned a study to examine die hiternet, 
pai't of which examined the relationsliip between the ‘textual identity’ of Web domain 
names and trade names (Mueller, 1997, s. 26). In diis study, die concepts of textual
identity and institutional identity were linked tlirough tlie medium of the text produced 
by various organisations.
Textual identity and institutional identity aie inextiicably linked. In publishing 
infoiination about itself, an institution chooses certain words and emphasises certain 
themes (its textual identity) in an attempt to promote a certain view of its institutional 
identity. This promotion of ‘identity’ is aimed bodi externally and internally. An 
organisation wishes to promote a certain view of its identity among the public at lai ge, 
while simultaneously attempting to promote a complementary internal ‘culture’ 
among its members. In this way, tlie institutional identity of an organisation is 
communicated externally and internally through textual identity.
For tlie pmposes of this study, textual identity is defined as what the institution 
conveys about itself in text. It is not tlierefore an absolute reality or the same as 
‘university identity’ aldiough textual identity can be seen to be one dimension of this.
The nature of the present study
As noted above, tliis study examines these interlinked concepts of textual and 
institutional identity through a statistical analysis of the texts produced by a sample of 
universities, and by the University of Surrey in paiticulai'. This work is distinctive, not 
only because it handles laige quantities of university documentary data but also 
because it examines tlie perfomiance of the CAQDAS tool used in the analysis. In 
essence, the employment of the software alongside the historical analysis allowed a 
conceptual ‘scanning of the horizons’ to identify significant landmarks in the current 
status and prior histories of the higher education institutions under consideration.
Ill so doing, die study examines how tlie ‘idea’ of tlie university in general has 
changed over time, and how it has been constructed for different audiences. In 
addition, the study explores die causes of these changes in textual identity.
An introductory note on methodology and scope
In an endeavour to generate a broader view dian is tiaditionally used in this area, this 
study utilises CAQDAS. Tliis is a tool which hidierto has principally been used for a 
very different task — analysis of conversation. The study dius applies this software to 
a different context in an attempt to make sense of, and draw conclusions fioin, a 
substantial volume of historical textual data. In so doing, decades of multi-faceted and 
often contested histoiy aie covered.
There are few recent macro-studies, or ‘overarching reviews’, of die higher 
education sector. This lack of large-scale studies has been due, in pail, to die fact that 
die commonly utilised research mediods restiict die volume of data diat can be 
analysed. The use of CAQDAS in the present study was an attempt to overcome this 
limitation.
The present study aimed to provide a broad overview because the study of 
higlier education (and hence discussion of die subject), aldiough a well-trodden field, 
has often been narrowly focused and subjective (Short, 2002; Scott, 2002). Against 
diis backgi'ound, it seems justified to adopt a wider perspective, as opposed to a more 
naiTow and myopic view (Blaxter et al, 2001).
The structure of the study
The present study has two discrete components which together ascertain whether 
changes in tlie textual identity of an institution can be identified and whether 
differences in textual identity between institutions can be measined. The first concerns 
a longitudinal, case study analysis of tlie University of Suney’s textual identity. The 
second examines institutional identity in a sector-wide sample of universities, in the 
context of mission and performance issues. Witliin each of tliese aspects, specific sub­
questions aie identified.
For the first aspect of the study, tlie pertinent questions are as follows:
• 1(a) Can a CAQDAS analysis reveal changes in the University of
Suney’s textual identity witliin tlie same text (its uiidergmduate 
prospectus) over time (between 1968 and 2000)?
And, if  it can ...
• 1 (b) Wliat aie these changes?
• 1 (c) How aie they chamcterised?
• 1 (d) Aie there any obvious reasons for these changes?
• 1 (e) What do these changes signify?
For the second aspect, the pertinent questions are:
• 2(a) Aie tliere any observable differences or significant similarities
between the textual identities of a selection of institutions?
• 2(b) How do tlie textual identities of tlie sample institutions compare
with the textual identity of the University of SuiTey?
• 2(c) Ai'c tliere any differences or similai'ities between the textual
identities of institutions within commonly used typological 1
groupings of universities?
• 2(d) Into which typological grouping does the University of Surrey’s
textual identity fit most closely?
• 2(e) Is there any observable relationship between an institution’s
mission and perfoimance and its textual identity?
• 2(f) Is it possible to identify differences between the textual
identities presented in the different texts of a single institution (in 
pai'ticulat', between marketing documents and formal funding 
council submissions); and if so, what could such differences signify?
The structure of this document
The thesis is divided into foui* chapters — (i) liistorical review;
(ii) methodological approach; (iii) results; and (iv) inferences and conclusions. A 
précis of each chapter follows.
Historical review
A preliminaiy focus group at tlie veiy outset of the project (see Appendix C) identified 
four key flmctions of the university, wliich have been smnmaidsed as follows:
• ti'ansniitting knowledge and producing cultiued individuals;
• training students for professional roles and employment outcomes;
• reseaidi; and
• a wider duty to society.
Tliis tliesis ai'gues that although tlie ‘idea’ of the university has changed during 
history, these features have remained constant. This chapter is essentially a journey 
thi'ough the histoiy of universities and higher education —  an exploration which 
utilises both philosopliical and policy-based perspectives to chait the development of 
the idea of a university. Obviously, it cannot provide an exhaustive map of 800 years 
of histoiy, but key facts and issues have been included and significant areas of debate 
have been highlighted.
The core of the historical review is the abovementioned identification and 
examination of the foui' featuies of university function and identity which aie 
distinguishable throughout the historical periods studied. It is aigued that tlie emphasis 
on each featuie varies over time and across institutions. Furtliermore, it is 
hypothesised tliat the textual identities of higher education institution aie shaped by 
the changing prominence of these featuies.
The historical analysis also suggests that there have been a vaiiety of political, 
religious, and economic factors influencing the relative prominence of each of tlie four 
themes noted above.
The chapter therefore provides a contextual and tlieoretical basis for tlie 
discussion of the changing ‘idea’ of the university over time. Through an examination 
of historical, philosophical, and policy issues, the following time periods are 
examined:
• the medieval university;
• the university between 1500 and 1800;
• the university between 1800 and 1850;
• the university between 1850 and 1900;
• tlie miiversity between 1900 and 1950;
• the university between 1950 and 1980; :
i• die university between 1980 and 1996; and |
• the post-Dearing university.
The chapter closes witli a brief synopsis of tlie formation and development of 
the University of Surrey, giving a contextual background to the longitudinal case 
study element of the reseaidi.
Methodological approach
The nietliodological chapter describes the basis on which tlie study was designed and 
executed. Beginning with the research questions, the first section examines the 
fimdanieiital precepts of die reseaidi design and identifies its key theoretical 
underpinnings. In light of this discussion, the research methods are considered and the 
specific tools and tecliniques used aie identified, hi pailicidai', die employment of die 
CAQDAS, case study, and content analysis methods are discussed. Having defined the 
overall approach, die chapter moves on to discuss die stages of the reseaidi process 
itself, with particidar reference to sampling strategies and the steps taken to improve 
reliability and validity.
Results
This chapter presents die reseaieh data and results in a step-by-step format, 
commencing with the University of Suney case study.
The results begin witli an examination of the relative prominence given to the 
word-group clusters or themes within tlie Surrey imdergraduate prospectuses produced 
between 1968 and 2000. These clusters relate to die four aspects of university function 
and identity identified above. In addition, two new themes emerged dining the 
statistical analysis —  ‘welfaie’ and die ‘success discoui'se’. An explanation for the 
inclusion of these two additional elements is given in the chapter.
Drawing on die issues identified in die historical chapter, the analysis extends 
beyond the immediate internal Siuiey context to investigate the ways in which 
university identity (as described by die relative prominence of the foui' dieiiies) is 
shaped by, and reflects, the external environment —  in paiticular, the context 
produced by die influence of government, industry, and international trends.
The chapter then goes on to examine the distiibution of the four word-group 
clusters widiiii die 2002 entiy undergraduate prospectuses of a sample (10%) of non- 
specialist UK higher education institutions, and compares the residts with the Surrey 
data.
The concept of higher education typologies is then introduced. These aie 
defined as systems of classification under which liigher education institutions aie 
placed into groups using set criteria (for example, on the basis of chronology of 
establishment). The concept is employed in a number of subsequent analyses to 
examine the data of constituent institutions collectively. (Conimentaiy on the 
usefulness of these gioupings is provided in die chapter covering inferences and 
conclusions.) In addition, ‘performance indicator’ data aie incorporated in the 
analyses to investigate the correlation between institutional identity and performance 
(research sub-question 2 (e) above refers).
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The results chapter then displays the results of an analysis of mission 
statements and institutional profiles as submitted to the Higher Education Funding 
Council for England (HEFCE). For each of tlie member institutions of the sample 
group, these documents aie analysed alongside the prospectus data in an endeavoiu to 
illustiate tlie differences between the identities presented in tliese documents (as 
referred to in reseaieh sub-question 2 (f) above).
The final analysis in the chapter examines different aspects of how universities 
(as constituent members of typological groupings) and typologies (as a whole) ‘fit 
together’. A number of analyses compaie the sample group and tlie case study data in 
an attempt to identify the typological group into which tlie University of Surrey fits 
most comfortably.
Finally, the chapter notes how tlie CAQDAS tool performed using historical, 
documentaiy souiee data —  as opposed to tlie interview and conversation data for 
which it had been originally designed. The use of CAQDAS in sociological research is 
now generally accepted and is increasingly becoming a nietliod of choice (Lee and 
Esterhuizen, 2000). Tins increase in popularity is due, mainly, to the increased speed 
and reliability that computer analysis allows. In addition, it offers tlie researcher an 
opportunity to handle large amounts of raw data. If tliis tool proves to be a sound 
nieasiue for analysis of historical data, its use might well extend into otlier academic 
fields.
Inferences and conclusions
The chapter on inferences and conclusions is divided into three main sections. It 
commences (Section I) witli a discussion of tlie ways in which university textual
I l
identity reflects external factors and pressures. A key claim is that external factors 
appear to have been more widely reflected in university identity than internal changes.
The discussion goes on to consider the suggestion from tlie data that university 
textual identity and the ‘idea’ of the university have been moulded most significantly 
by a set of specific external factors —  notably tlie influence of political and economic 
factors, and the involvement of tlie State.
The chapter also identifies that industiy appears to have an increasing 
influence upon university textual identity. The analysis shows tliat, in recent years, the 
priority accorded to the employment and industiy-related outcomes of a student’s 
experience of university have been increasingly emphasised. Alongside this, the 
analysis identifies a trend for higher education institutions to become more 
‘consumer-led’ in their marketing material. Universities appeal* to be increasingly 
adopting a ‘maiketing style’ discourse witliin tlieir undergiaduate prospectuses. It is 
suggested this might be a function of competition and other pressmes which force 
institutions to redefine themselves in temis wliich aie led by tlie maiket.
The second section (II) of this chapter examines tlie data regai ding differences 
among institutions, identities, and typologies. The chapter discusses tlie difference, 
discovered in tlie reseaieh, between how institutions present themselves to prospective 
students and how they present themselves to tlie funding council. Tliis issue raises 
questions about institutional purpose, priorities, and identity. The analysis shows that 
a university’s raison d ’être is not monolithic, and that institutions appear to be caieful 
to present particular aspects of Üiemselves when addressing different audiences.
The third section (III) of the chapter discusses tlie data relathig to typological 
grouping, and tlie relationsliip between the existing (mostly chionological) typologies 
and tlie behavioui* and performance of their constituent institutions. It is argued that
12
the University of Suney’s textual identity is most similar to tliat of a Russell Group or 
an ex-College of Advanced Teclinology (ex-CAT) institution, whereas it is least 
similar to that of a post-1992 university.
The conclusion also examines the implications of grouping universities into 
typologies in light of increasing mission convergence within die sector (Cuiran, 2000) 
and future hmdiiig uncertainties (Newby, 2001). The chapter concludes by making a 
nimiber of suggestions for fmtlier research.
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Introduction
During the past 150 years, the university has been variously described as an ‘Alma 
Mater’ (Newman, 1853), an ‘ivoiy tower’ (Adelman, 1973), a ‘culture mart’ 
(Adelman, 1973), the ‘new chuich’ (Barnes, 1970), and a ‘bastion of social control’ 
(Pelikan, 1992). Although these writers did not necessarily invent the terms they used, 
the different emphases conjured up by these expressions reflect a period of significant 
change and flux for the idea of a university. It is not the aim of this work to judge the 
merits of these vaiious labels. Rather, the aims are:
• to examine features present in various works which assist in defining 
and understanding the ‘puipose’ o f the university; and
• to provide a historical context for higher education in 2002 by 
examining various ‘milestones’ in the sector’s histoiy.
The focus group that constituted part of the pilot phase of the research identified 
certain elements of higher education as being ‘core’ to the concept of the university. 
These fom* elements were also evident from a preliminary content analysis of 
university documents. The four featuies can be summaiised as:
• transmitting knowledge and producing cultured individuals;
• training students for professional roles and employment outcomes;
• research; and
• a wider duty to society.
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A note on the definition and scope of these categories is provided in Appendix 
C, along with a summary of the preliminaiy pilot-phase data. The first section of this 
review ascertains whether these four elements can be identified within the literature 
on the pmposes of universities, and attempts to confirm or deny the proposition that 
these are, indeed, ‘core’ elements. The literature selected for this review spanned more 
than 150 yeais and included a variety of philosophical and pragmatic (policy-based) 
views on the aims of the university. A purposive selection fiom the available works 
was made on the basis of: (i) their impact at the time that they were written; and/or (ii) 
the longevity of the ideas they contained. Based on these criteria, the following were 
the main sources used:
Newman (1854)
Ortega y Gassett (1944; 1963) 
Jaspers (1960)
Robbins (1963)
Adelman (1973)
Clark (1983)
Boyer (1990)
Pelikan (1992)
Dealing (1997)
All of the above authors refer to the fact that universities are engaged in 
teaching, research, and training, but the priorities accorded to these tliree areas, and 
the reasons for undertaking them, are matters of contention. The accounts represent 
valuable ‘windows’ into the historical evolution of the university. Newman, the 
earliest of the commentators, and an Oxford graduate himself, had been 
commissioned to develop a catholic university at Dublin. This was during the time
16
that the Church wanted anti-intellectual priests who would (unquestionably) accept 
the Pope’s teachings. The context therefore can be seen as threefold, firstly the 
reactionaiy conservatism of the Chui'ch, secondly Newman’s own (happy) experiences 
of Oxford and finally the emerging training and research model developing in London.
Among the sources are two chaiimen of national committees that had been 
commissioned to examine the aims of liigher education—one in 1963 and the other in 
1997. Both chairmen needed to address the issue of university expansion and to 
explore the priorities that should be given at the time of their reports to knowledge 
transmission, research, training, and the wider economic and moral roles of the 
university.
What follows is a short summary of the key ideas and themes of the authors 
listed above with a view to ascertaining whether the four features (knowledge and 
culture, research, training, and wider duty) aie discernible within their works. No 
attempt is made to undertake a comprehensive review of their writings. Rather, this is 
an exercise to confirm or deny the centiality of the four featui es over time.
Review Section A; Literature survey of the purposes of the university 
John Henry Newman (1854)
The theologian and historian John Henry Newman (1801-90) was one of the earliest 
and most influential commentators on higher education in Britain. In his The Idea o f  a 
University (1854), which was a deliberation on a Catholic University in Dublin, 
Newman set out his core ideas about the role of the university. At the core of his 
vision was that the university should be about ‘universal knowledge’ and not merely
17
for the propagation of papal dogma. He was arguing for the inclusion of personal 
conscience and intellectual freedom.
He saw the university as being essentially about the extension of knowledge, 
rather than the advancement of it, Newman was not, as some have suggested, opposed 
to research, but he considered this to be secondaiy to teaching, advising ‘religious 
writers, jurists, economists, chemists, geologists and historians to go on quietly and in 
a neighbourly way, in their own respective lines of speculation, research and 
experimentation’ (II.vl 11.4).
Newman believed that the mark of a university education was ‘the man that has 
leamt to think and reason and to compare and to discriminate and to analyse, who has 
refined his taste and formed his judgement and sharpened his mental vision’ (II.x.3). 
Newman felt that teaching in the liberal aits was the preferred route to attaining this 
cultured and learned status.
Newman also noted the role o f universities in the training o f professionals— 
although, in his day, these were mostly clerics. He exhorted the university ‘to set forth 
the right standaid and to train according to it’. His central focus, however, was the 
foundation of a liberal education which he saw as the prerequisite for the acquisition 
of professional skills (Pelikan, 1992, pp. 102—3). Newman’s vision of the university 
was essentially that of ‘a place of teaching’, its object being ‘the diffusion and 
extension of knowledge’ (I.pr). In short, ‘a university is a place of teaching universal 
knowledge’ (I.pr.).
Newman also believed the university should play a moral role in the wider 
community and society. As he noted (I.ix.2):
Academic institutions (as I have long been engaged in showing) aie 
in their very nature directed to social, national, temporal objects in
]8
the first instance ... of necessity [they have] some formal and 
definite ethical chaiacter.
However, he also observed (I.vii.lO):
If then a practical end must be assigned to a university course, I say 
it is training good members of society. Its art is the art of social life 
and its end, fitness for the world.
Newman therefore thought that universities were, for the most part, places for 
teaching, but that professional training and research had a place. He also suggested 
that a university ultimately has a higher calling than servicing communities Avith anti­
intellectual clerics and un-inquiring professionals.
Jose Ortega y Gassett (1944; 1963)
Almost a century after Newman, the Spanish philosopher Jose Ortega y Gassett 
(1883—1955) wrote that he considered part of the mission of the university to be one 
of ‘scientific reseaich and prepaiing futm*e investigators’ (Ortega y Gassett, 1963 
edition, p. 41). Although this assertion appealed to contradict Newman’s argument, 
Ortega y Gassett did not see research as taking precedence over teaching in 
universities (p. 73). Indeed, he observed that ‘the trend towards a university 
dominated by inquiiy has been disastious. It has led to the elimination of the prime 
concern—culture’ (p. 62). What might appear, superficially, to be a stance opposed to 
Newman, is actually a sympathetic treatise on the virtues of liberal education. Indeed, 
Ortega y Gassett believed that students should receive something of the ‘general 
cultuie’ through their higher education (p. 43) and stated that ‘cultural transmission is 
a significant university role’ (p. 48).
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In his view, the wider role of a university is that of an active and critical power
in society (1944 edition, p. 91):
... the university must intervene, as the unwersity, in current affairs, 
treating the great themes of the day from its own point of view: 
cultural, professional, and scientific ... in tlie thick of life’s 
urgencies and its passions, the university must assert itself as a 
major ‘spiritual power’, higher than the press, standing for serenity 
in the midst of frenzy, for seriousness and the grasp of the intellect 
in the face of frivolity and unashamed stupidity ... Then the 
university ... will become an uplifting principle in the history of the 
western world.
Ortega y Gassett concluded by stating that the three main roles of a university 
are teaching, research, and culture transmission (p. 48); but he stressed that an 
emphasis on one should not be to the detriment of any other. Like Newman he also 
believed that a university had a responsibility to wider society.
Karl Jaspers (1960)
The German existentialist, Karl Jaspers (1883-1969), commenting on the growth and 
expansion of the research roles o f Western universities in the 1950s, stated that 
(Jaspers 1960, p. 54):
Three things are required at a university: professional training, 
education of the whole man, research. For the imiversity is 
simultaneously a professional school, a cultural centre and a 
research institute. People have tried to force the university to choose 
between these three possibilities ... in the idea of the university, 
however, these three are indissolubly united ... by isolating them, 
the spirit of the university perishes.
The Second World War had played a significant role in creating this three-fold 
emphasis. Jaspers (1960, p. 51) identified resear ch as a core function of the imiversity.
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but he considered this to be inseparable from teaching. Clearly stating that the ‘role of 
University is research’ (p. 53), and that the ‘role of University is the education of the 
whole man’ (p. 53), Jaspers also drew upon notions of culture and wisdom to describe 
the characteristics of a imiversity education. Cultur e is, he explained (p. 47):
... more than specialised knowledge or competence. It is the ability 
to suspend temporarily one’s own values for the sake of objective 
knowledge; to set aside bias and special interests for the sake of 
impartial analysis.
Jaspers also argued for the role of professional training, stating that the 
university is ‘simultaneously a professional school, a cultural centre and a research 
institute’ (p. 53). However, he agreed with Newman in observing that (p. 61):
... preparation for the professions is unthinking and inhuman if it 
fails to relate us to the whole and to develop our perceptiveness, to 
show the wide scope of knowledge or to make us think 
philosophically.
Like Newman and Ortega y Gassett, Jaspers viewed the transmission of 
knowledge and culture as central to the function of a imiversity. Jaspers advocated a 
Socratic style of teaching in universities, in which students learn by discovery 
alongside the tutor. This reflects the interrelated nature of teaching and research 
within Jasper’s perspective. He also believed that the university had a wider role. 
Evidence for this is found in his comments on the politics of university—that it 
transcends national and international boundaries, and serves a global quest (1960, p. 
145):
Thus while every university is part of a nation it has its sight set on 
goals above and beyond nationhood ... The university proper must
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not take sides in the conflict between nations even though as human 
beings its members have each their national allegiance ... They 
serve their nation and all mankind solely through the medium of 
intellectual creativity.
Therefore, like Newman and Ortega y Gassett, Jaspers agreed that teaching, 
research, and training are core activities. The most important of the three is, in his 
estimation, research, although he acknowledged the necessity of them all. He also saw 
a wider societal role for the university and, like Newman, alluded to responsibility to 
the ‘world’. Jaspers explicitly extended the university’s responsibility beyond national 
boundaries.
Lionel Robbins (1963)
The Robbins Report, the 1963 report of a National Committee of Inquiry chaired by 
Lord (Lionel) Robbins (1898-1984), offered a policy perspective on the roles and 
functions of higher education in the UK in the 1960s and beyond. The four identified 
thieads of core university activity aie visible within the report. Concerning reseaich, 
which he defined as ‘the advancement of learning’ (a term used as early as 1605 by 
Francis Bacon), Robbins stated that ‘the world, not higher education alone, will suffer 
if they ever cease to regard this as one of their main functions’ (p. 7).
Robbins also alluded to the general education that students should receive at 
university: ‘What is taught should be taught in such a way as to promote the general 
powers of the mind’ (p. 6). Robbins believed that the aim of higher education should 
be greater than the production of technically competent specialists. Rather, it should 
produce ‘cultivated men and women’ (p. 6). Having almost twenty yeais earlier 
witnessed the loss of many specialists from the national workforce as a result of the
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Second World War; the emphasis on training people to a higher level, but with 
transferable abilities, was a priority (see p. 5 and pp. 70-1). Similaily, an emphasis on 
professional and technical education was a key focus of the report, which stated that 
universities should provide ‘instruction in skills suitable to play a part in the general 
division of labour’ (p. 6).
Robbins also believed that the university was fundamentally linked with the 
wider community, and had a role in ‘the transmission of a common culture and 
common standards of citizenship’. He emphasised that ‘universities and colleges have 
an important role to play in the general cultur al life of the communities in which they 
are situated’ (p. 7). The aims and principles can be summarised thus (and are very 
similar to the four features from the focus group):
• instruction in skills (for employment);
• promoting the general powers of the mind;
• advancing learning; and
• transmitting a common culture and common standards of citizenship.
As this summary of the aims and principles of higher education in the Robbins 
Report suggests, Robbins acknowledged that universities should be teaching known 
knowledge, developing new knowledge, and training the workforce. As mentioned 
above, he also saw a wider role for the university in society—to the local community 
of each institution, to the wider economy, and to the generation and upholding of 
standards of citizenship.
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Howard Adelman (1973)
An international perspective was provided by Howard Adelman (193 8-) in his 
comment on the Wright Report (a report commissioned in 1972 to examine Canadian 
post-secondaiy education). Although Adelman’s observations have not received as 
much attention in contemporaiy British texts as the work of some other 
commentators, his account of the changes in the puiposes of universities certainly 
contributed to the debate. On a superficial level Adelman agreed with the Wright 
commission that there aie core functions (which relate to those being considered 
here). Adelman (1973, p. 36) summarised these as being:
• (i) the ‘social’—preparation for life and work;
• (ii) the epistemological—the discovery, preservation, and transmission of 
knowledge; and
• (iii) tlie evaluative—a role ‘in relation to society’.
Adelman was particularly concerned with the commission’s view on the role 
o f the university within society. He distinguished between a university being a 
‘spiritual force’ (p. 36) that changes society for the better (a mission university) and a 
university being a reflection of society (a miiTor university). The determining factor in 
making this distinction was ‘the perceived frmctions of the university’ (p. 36)
To illustrate the changing perceptions of the functions of the university, 
Adelman devised four categories. The first o f these he called the ‘Sanctuary of Truth’. 
He used this term to describe the university at a given (pre-modern) time, but he 
maintained that the attributes of this categoiy transcended the period in which they 
were originally dominant. In the case of the ‘Sanctuary of Truth’, or ‘ivoiy tower’ (p. 
44), Adelman took the traditional college model as an example, and described it as
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being ‘paternalistic’ and ‘unworldly’ (p. 137) with an emphasis on developing the 
general character of students to be futuie leaders in society—thus echoing Newman’s 
concept.
The second of Adelman’s categories was characterised as the ‘Sanctuary of 
Method’. This referred to the rise of the professional training paradigm. Adelman 
linked this with the traditional ‘school’ model, whereby students were trained for 
professional roles.
Adelman refeiTed to the third model as the ‘Social Service Station’ (possibly a 
development on the ‘community service stations’ idea presented in 1955 in 
Aimytage’s Civic Universities). Adelman claimed that the most apt term for this 
grouping came from Kerr (1963) who referred to the ‘multiversity’. According to 
Adelman, this model has a vocationally-orientated student body and a career-minded 
faculty (p. 137).
His final model, based on the concept of the ‘Culture Mart’, bore the same title 
as Adelman’s book. The HoUversity. However, the ‘culture mart holiversity’ is not the 
same as the capitalised ‘Holiversity’ of the title. According to Adelman, the culture 
mart ‘holiversity’ (which he considered the Wright commission to have advocated) is 
a model of imiversity that encompasses the social service station role but ‘in which the 
core [the Sanctuary of Truth and the Sanctuary of Method’] has been removed’ (p. 
138).
Adelman preferred the capitalised ‘Holiversity’ of the book title. This embraces 
‘all the models of the university’ (p. 138) and represents the crux of his argument— 
that there needs to be balance among the fimctions of the university. Adelman’s 
approach clear ly shows the four features of the university as identified in the present 
study (knowledge, training, research, and a wider duty to society).
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In the words of Adelman (p. 142):
... the line of university defence is to advocate a miiTor university 
but one which is a multiversity, a social service station dedicated to 
professional career training and wed to high methodological 
standards and professionalism. But a healthy university must be a 
Holiversity, at once a college, a school a multiversity and a 
holiversity. The problem arises when it is only one of these.
Burton R. Clark (1983)
The work of Burton R. Clark (1921- ) is an interesting inclusion in this study because 
he claimed to make a case against the very notion of ‘summarising imiversity 
purpose’. Rather than attempting such a summary of overall purpose, Clark chose to 
concentr ate on what he perceived to be certain key values.
Clar k claimed that the typical definitions of university pur pose were inadequate. 
He was prepared to acknowledge that most attempts to define university purpose and 
fimction included, in his words, ‘ ... manpower training and/or culture transmission 
and/or individual development, and always back to scholarship and research and 
public service’ (1983, p. 20). But, having acknowledged these characteristics in most 
formulations of purpose, he was not impressed with such summaries. He claimed that 
such exercises were unhelpful for ‘directing effort’ (p. 20), and asserted that such 
‘broad statements o f purpose and goal, essence and true nature’ [are] ... irrelevant to a 
true understanding of the situation’ (p. 22).
In contrast, Clark imderstood higher education in terms of ‘values’, and claimed 
(1983, p. 240) that: ‘Nations make major blunders in higher education as they ignore 
certain primary values and concentrate on others’. To this end, Clark defined four 
basic values—social justice, competence, liberty, and loyalty. Of these, the value of
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competence has most synergy with the ideas being discussed in the present study. 
Commenting on competence, Clark noted that:
... a capable system of higher education [is] effectively organised to 
produce, criticize, and distribute knowledge, one that can send forth, 
in a reliable stream, people well prepared for occupational 
performance and civil life (p. 245)
It is thus apparent that Clark’s value of competence includes the present study’s
categories of teaching, research, and tr aining.
Clark’s value of social justice referTed to the notions of equity in terms of
access, experience, and outcome.
His values of liberty and loyalty were concerned with more philosophical
questions regarding freedom (of study, research, and teaching) and the relationship
that the university has with government.
Although Clark professed reluctance to summarise the ‘purposes’ of higher
education in his 1983 work, his ideas of ‘values’ (as outlined above) certainly touched
on some aspects of ‘purpose’, and he did speak more directly of the ideas of purpose
in a later work (Clark, 1993, p. 241):
Universities generally possess the best foundations and most 
effective methods for both long-run augmentation of the fund of 
knowledge and its distribution. Organized to develop and maintain 
operational communities of inquiry across many subjects, they aie 
best placed to train generations of inquiring minds in tandem with 
production of research results.
Ernest L. Boyer (1990)
American academic Ernest Boyer (1928-95) in Scholarship Reconsidered (1990) 
presented the idea that the United States system had steadily shifted priorities from 
being primarily teaching-based, through a community service role, to the research-
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dominated institutions of the eai'ly 1990s. In his attempt to bridge the ‘teaching versus 
research’ debate and to reassess the role of teaching, he separated the core features of 
the university role into various ‘scholarships’:
• the scholarship of discovery;
• the scholarship of application;
• the scholar ship of integr ation; and
• the scholarship of teaching.
Boyer argued that these are non-hierarchical categories, and that they should be 
understood as being entwined and interdependent. He put it this way (1990, p. 25):
[The scholarships] divide intellectual functions that are tied 
inseparably to each other. Still there is value we believe, in 
analysing the various kinds of academic work, while also 
acknowledging that they dynamically interact, forming an 
independent whole
Boyer’s ‘scholarship o f discovery’ can be related to the category of ‘research’ as 
discussed in the present study. Like Jaspers, Boyer believed that the essence of the 
‘scholarship of discovery’ was a commitment to the pursuit of truth—that is, the 
pursuit o f knowledge for its own sake.
Boyer’s ‘scholarship of application’ spanned two of the categories used in the 
present study—the wider duty to society and training for professional roles. This 
‘scholarship’ was concerned with the relevance of what is taught, and placed emphasis 
on ensuring that knowledge is applied to a professional context, that this process of
application occurs in a learning environment from which new knowledge can be
generated, and that this should ultimately produce benefits for the nation.
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Boyer’s ‘scholarship of integration’ presents the most difficulties in attempting a 
neat alignment with the four categories used in the present study. Boyer’s ‘integration’ 
referred primarily to the development of interdisciplinary resear ch and, as such, can be 
best included with the ‘scholarship of discovery’.
For Boyer, the ‘scholarship of teaching’ both ‘educates and entices future 
scholars ... Teaching is the highest form of understanding’ (p. 23). Boyer asserted that 
teaching is a creative, dynamic, active ‘diffusion’ of knowledge, and he echoed 
Jaspers’ thoughts in asserting that this process, in itself, leads to the generation of new 
knowledge. Teaching and research thus behave symbiotically, rather than 
antagonistically.
Boyer, like Jaspers, emphasised the interconnectedness of the fimctions of the 
university in training, teaching, and research. However, whereas Jaspers’ ‘core’ was 
research, Boyer favoured more emphasis on what he perceived to be a deficit in the 
perceived value of university teaching. In addition, in line with all the other 
commentators discussed here, Boyer insisted that the ‘core idea’ of a university 
included a wider role in society.
Jarasiav Pelikan (1992)
In 1992, the American philosopher, historian, and theologian Jaroslav Pelikan (1923- 
) stated that the new role of the university was ‘the advancement of knowledge 
through research’ (1992, p. 76). In his text, which was essentially a re-examination of 
Newman’s Idea (after 150 years of change), Pelikan concluded that the foui* elements 
identified by Newman were still cential to the role of a university. The core of 
Pelikan’s analysis was that research does have a key role in the excellence of teaching.
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and that ‘culture’ should be conceived as the utilisation of free inquiiy and intellectual 
honesty. ‘Cultuie’ should not therefore be viewed as elitist hoarding or guarding (p. 
49). Like Newman, Ortega y Gassett, and Jaspers before him, Pelikan linked the 
concept of ‘wisdom’ to this idea of ‘culture’ (p. 34).
Pelikan asserted that the university should have a role in training (in terms of the 
extension of professional knowledge and skill) (p. 76), but he viewed this in the same 
way that he viewed research—which he suggested should involve the extension, 
transmission, and diffusion of knowledge through undergraduate and postgraduate 
teaching (p. 76). Backed by appropriate reseaich, university teaching is, in Pelikan’s 
opinion, a scholarly enterprise and a dynamic endeavour (p. 93).
With regard to a university’s wider role in society, Pelikan believed that the 
critics of the university could view it as an instrument of social stratification—the 
‘bastion of the ruling class’ (p. 19). However, he suggested that if one ‘sacrifices 
quality to equality’ the university will be hampered in what he likened to the battle 
which it should fight against war, famine, death, and disease, Pelikan believed that 
universities should not research purely for its own end, but should instead seek benefit 
par hiimanitas (‘for the good of humankind’) (p. 57). He likened the university to a 
protector and guar dian o f intellectual territory (p. 57), having a duty to local, national, 
and international society (pp. 140-1).
As well as holding teaching, training, and research together, Pelikan also 
developed the idea o f the wider role in society. By exploring the nature of social class 
control, Pelikan highlighted the fact that the university has a wider effect on society, 
whether this is deliberate or a matter of happenstance. Pelikan’s view was that the 
basic teaching and research activities of the university should be purposefully 
designed to bepefit wider society.
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Ronald Hearing (1997)
In 1997 the British civil servant. Sir Ron Dealing (1930- ), chaired a government 
commissioned ‘National Committee of Inquiry into Higher Education’ (NCIHE, 
1997). The previously identified foui' features of higher education appear in what is 
commonly referred to as the ‘Bearing Report’, with væying degrees of emphasis and 
interpretation.
Among many other issues, the report attempted to contain what had become an 
explosive debate concerning the relative importance of teaching and reseaich. It stated 
that students leaving universily should have ‘sufficient understanding of the 
underlying theoretical principles to be able to adapt to novel circumstances and to 
incorporate research findings into practice’ (NCIHE, 1997, 5.19).
Bearing sought to many these twin functions in practice, in a manner similar to
that previously outlined in philosophical terms by Jaspers. In the words of the report
(NCIHE, 1997, 5.23):
This does not mean that eveiy individual or every institution in 
higher education has to be actively involved in research, but it does 
mean that research mid scholarsliip are defining purposes of higher 
education as a whole.
The teaching and research interface presented by Dealing thus had strong echoes 
of Jaspers. Bearing stated that teaching ‘must be informed and enhanced by reseaich 
and scholai'ship which is, in itself, a reason for supporting research in higher education 
institutions’ (1997, 5.23). In the post-wai' climate, the rise of applied research as a 
core aspect of university identity had led to concerns over teaching quality, but 
Bearing was anxious that the pme reseaich role of the university should continue 
(1997, 5.24):
31
... the very notion of pure research makes it difficult to predict 
when an observation becomes useful or applicable. Unless such 
resemch is carried out in liigher education institutions, it is unlikely 
to be pursued anywhere else.
Bearing firmly believed that the university had a role in training students for the 
world of work, not just for the élite professions. In his view (1997, 5.11), universities 
should:
... inspire and enable individuals to develop their capabilities to the 
highest potential levels throughout life, so that they grow 
intellectually, are well-equipped for work, can contribute effectively 
to society and achieve personal fulfilment.
Echoing Newman, Bearing argued that students need to be critical thinkers— 
and that they need to learn how to learn. It is, he argued, both inevitable and right that 
at least pai t of professional preparation should take place in higher education: ‘Higher 
education needs to train the next generation of researchers, not just for academia but 
for industiy, commerce and the public services’ (1997, 5.26). The primaiy tasks in this 
respect were seen as being the need for the university to focus on the ‘development of 
higher level intellectual skills, knowledge and understanding in its students’ (1997, 
5.18).
Beai'ing believed that alongside this ‘learning to learn’, universities should aim 
to increase knowledge and understanding for its own sake—a view not shared by 
Jaspers. However, Bearing did argue that the emphasis of this reseaich should 
ultimately be on the economic benefits to society. The Beai'ing Report suggested that 
higher education should ‘serve the needs of an adaptable, sustainable, knowledge- 
based economy at local, regional and national levels’ (5.11). In an expansion of this 
view, the report stated (5.22):
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... fuithemiore, there is an indivisible link between higher 
education’s role in developing individuals and its service of the 
nation’s wider economic need. Highly educated people will be 
central to our country’s future economic well being.
Dealing noted the growing importance and influence of higher education in the
1990s, attributing this to the increased participation rate. He also linked the wider duty
to society of a university with the economic performance of the nation in a far more
explicit way than had previously been observed. At the core of this conception was the
research role of universities. As the report noted (5.25):
The role of research and innovation are vital to the future well being 
of our nation—contributing both to economic success and to the 
quality of life ... if  we do not have a flourishing research base the 
nation will be poorer, both culturally and economically.
Dealing (1997, 5.11) summarised the features of the university thus:
• To inspire and enable individuals to develop their capabilities to the highest 
potential levels throughout life, so that they grow intellectually, are well 
equipped for work, can contribute effectively to society and achieve personal 
fulfilment.
• To increase knowledge and understanding for their own sake and to foster 
their application to the benefit of the economy and society.
• To seiwe the needs of an adaptable, sustainable, knowledge-based economy at 
local, regional and national levels.
• To play a major part in shaping a democratic, civilised inclusive society.
As this brief examination has illustiated. Bearing’s view was very much 
concerned with the interconnectedness of the university functions—for example as 
expressed within ‘Recommendation 34’ which referred to ‘research and scholarship 
which underpins teaching’. Although, like Robbins, Bearing saw the wider role that
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the university embodied in its sei*vice to society, the Dealing report emphasised how 
universities can contribute to the economy and increase UK competitiveness.
The impact and effects of the Dealing Report are discussed in Section B of this 
review.
Summary
The views discussed above span only the past 150 yeais of ideas and discussion on 
higher education. Within the literature noted, the four key elements of university 
function that have been identified (knowledge and culture; research; training; and the 
wider role of the university) are generally acknowledged as key ingredients in any 
assessment of the role of a university, and that they all need to be included in the 
overall ‘idea’ of the university. The prominence accorded to one factor above others 
fi'om time to time reflects the particular perspective of individual authors on the 
prevailing focus, activity, and identity o f imiversities at a given time. This, in tuin, 
reflects the prevailing dominant ideology of higher education at that time.
hi essence, Newman’s account, wiitten at a time of change (when the Church 
was increasingly didactic and discouiaged freedom of inquiry and the reseaich model 
in London was emerging). Newman was trying to defend the ideas of liberalism and 
enlightenment. The universities (Oxbridge and London) of Newman’s time were 
exclusively upper class domains and the idea of anyone hom lower classes attending 
such an institution would probably not have occuired to any scholar of the time 
(Newman’s ideas and the role of the university as an instrument of class control aie 
further explored by Pelikan, 1992, and by Halsey, 1958).
Adelman’s (1973) conception of the ‘ivory tower’, in which Oxford and 
Cambridge educated the upper class (as opposed to the ‘civics’ and ‘Redbricks’
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eni'olling students from the emerging middle classes) followed in the liberal tradition 
of Newman’s ‘idea’. The views of both men can be viewed as a product of their own 
liberal and élite experiences of university.
For Ortega y Gassett, writing in the 1930s and 1940s, the ‘idea’ concentrated on 
the nature of the individual in society and a discussion concerning what the university 
should be in a world of ‘frenzy’. He thus developed the concept (in the tradition of 
Newman) of a university’s social and moral responsibility to society. That is, in its 
delivery of the interlinked fimctions of research, teaching and tr aining, the university 
has a wider role which includes ‘standing for serenity’.
A slightly different perspective (although still based around the four core 
themes) was offered by Jaspers, himself a product of the German research tradition. 
Jaspers expanded Ortega y Gassett’s idea of the wider role into an international 
context while always emphasising the research role of the university, as befitted his 
own heritage. Despite the centrality of research to his vision, Jaspers was clearly in 
favour of a balance and a cross-fertilisation of knowledge between research on the one 
hand and academic teaching and professional skill on the other. These views were 
similar to the ‘Sanctuary of Method’ ideas later proposed by Adelman (1973). This 
emphasis was also reflected in debates in the 1963 Robbins Report in the UK.
Robbins was reviewing a sector that was rapidly expanding and one in which 
teaching and research were no longer the sole remits of the imiversity but were now 
practised in colleges and institutes. The relative priorities of research, teaching, and 
tr aining had to be reassessed in the light of the emerging demands of competitiveness 
and manpower needs. Adelman (1973) was later to characterise this sort of 
perspective as viewing the university as a ‘social service station’.
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Although he adopted a different perspective, Clark’s (1983) position regarding 
‘values’ also emphasised the idea of balance (p. 240). Similarly, Boyer’s (1990) work 
was concerned mostly with the reassessment of balance—in that the scholarship of 
teaching was presented an integral part of the whole ‘idea’ of the university, and as 
something that should be linked closely with research.
The ‘teaching versus research’ debate formed a key part of Dealing’s (1997) 
review of the UK sector. Like the review of Robbins thiee decades previously, 
Dearing’s contribution was predicated on sector expansion. Dearing reinterpreted the 
classical notions of inquiry and research in the concept of ‘scholarship’—thus 
reshaping and re-interpreting knowledge in different ways. Again, the four core 
features, as identified in the present study, can be perceived in Dearing, where they 
can be understood as being ‘jostled’ for priority by various agendas.
Having seen how these commentators have understood the purposes of higher 
education and its core functions, the next section examines some key ‘milestones’ in 
the history of the sector to illustrate the centrality of the four features and to illuminate 
directions of change and their causes.
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Review Section B; Major milestones in higher education
This review follows the foimula of Allen’s (1988) historical presentation. It does not 
purport to provide an exhaustive history or critical cominentaiy of the past 800 years. 
Rather, a number of ‘milestones’ in the sector’s histoiy aie identified and discussed in 
relation to the four features identified in this study—research, knowledge and culture, 
training, and wider duty. These milestones are discussed under the following 
headings: (i) the Oxbridge model; (ii) the end of the Oxbridge monopoly; (iii) the 
Victorian expansion; (iv) the impact of two world wai's; (v) the 1960s expansion; (vi) 
the binary line; (vii) the Thatcher legacy; (viii) the system united; (ix) the post- 
Dearing university; and (x) futiue priorities
It should be noted that historical analyses of higher education have not been 
extensive over the past hundred yeais. The work that has been imdertaken falls into 
three categories. The first categoiy is comprised of those authors who sought to 
present objective historical accounts, including Kearney (1970), Ross (1976), Lowe 
(1988), Allen (1988), Stewart (1989), and Shattock (1996). The second categoiy can 
be classified as the ‘polemics’. These authors wrote to influence as much as to 
describe; examples include Truscott (1943), Salter and Tapper (1994), and Clark 
(1998). The third category can be classified as the ‘eulogies’—a group comprised of 
subjective retrospective accounts, some of which were commissioned works. 
Examples include Silver (1990), Walter (1976), and Airowsmith (1966).
A key aim of this part of the review is to illustrate that the four main features 
under consideration (research, knowledge and cultuie, training, and wider duty) can be 
distinguished at all the milestones studied.
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The Oxbridge model
Cobban’s (1975) text described how the origins of the eailiest model of the university, 
in a form which would be recognised today, emerged during the twelfth century. The 
earliest chartered universities in England were Oxford (1214) and Cambridge (1318) 
and, following their European equivalents (such as Bologna and Paris), these 
communities of learning developed in response to changes in the wider European 
social, political, and economic climate and were principally for the training of clerics, 
medics, and lawyers.
Ross (1976) characterised research in the early models of the university as being 
‘unfettered’. He described the universities as enjoying a ‘few glorious yeais [of] 
intellectual discovery and experiment’. Free from the limitations with which the State 
and the Church would later constrain it, the very early university was a place of 
excitement, adventure, and exploration of the world, and ‘no facet of it was to be 
forbidden’. According to Ross, any research undertaken in the early university was for 
its own ends—simply to make sense of the natural world (1976, p. 7). However, this 
interpretation differed from that of Cobban (1975) who believed that research was 
never as unconstrained as Ross suggested. The true extent of the fr eedoms of the early 
medieval period are not entirely clear’. However, it is generally accepted that once 
institutions became formally recognised by the State and the Chinch such freedoms as 
they did have were curtailed.
The students and the masters of the early university were partners in the pursuit 
of knowledge and travelled together to other European universities to exchange 
information. This was partly because the university structure was minimalist, 
essentially consisting of small gi’oups of students who followed an individual scholar.
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although, as numbers grew, the structure of lessons and tutorials became more 
formalised.
As trade routes to Asia and Africa opened, and as Eastern and Arabic influences 
began to infrltiate Western scholarly thinking, a polarisation occurred among 
Em'opean universities. The Italian and German universities began to focus on research 
and training for the professions—medicine, law, the civil service, and the clergy—but 
the English universities rejected this agenda as being too practically focused, believing 
that the value of such training was limited as ‘it left uncultivated the imagination, the 
taste, the sense of beauty in a word, all the amenities and refinement of the civilised 
intellect’ (Ross, 1976, p. 6).
The English opted instead for the theological model which owed its heritage to 
the ancient Greek grammar school and concentrated on the seven arts— ‘grammar, 
dialectic, rhetoric, geometry, arithmetic, astronomy and music’ (Ross, 1976, p. 7). 
This was the beginning of the idea that universities should produce ‘cultured students 
and gentlemen, schooled to take leading positions in society’ (Radshall, 1936 cited in 
Ross, 1976.).
As national economies stabilised after the initial surge of wealth created by the 
opening of new international trade routes in the fourteenth centmy, the monarchy and 
the papacy sought to increase their influence over the rapidly expanding university 
commimities. In England, Oxford and Cambridge were granted royal charters and, 
although this gave them credibility and a monopoly on higher learning that was to last 
500 years, it also marked the end of any ‘honeymoon period’ of autonomy (Fermer, 
2001).
By the 1500s, Oxford and Cambridge provided only a ‘means for educating the 
clerical intelligentsia and an elite state administration’ (Kearney, 1970, p. 15). For
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these privileged few, education in a university provided a comparatively easy way of 
improving their social mobility. The alternatives included the aimed services, the 
royal couit, and marriage, but the common perception was that the university was ‘the 
easiest route’ (Kearney, 1970, p. 24). Unlike their Eui'opean counterpaits, the 
universities of Oxford and Cambridge had little remaining interest in science or 
vocational research, limiting themselves almost exclusively to theology. Students 
were not required to research or critically engage with the information presented to 
them. Rather, the tendency was to ‘rely on the known, on the repetition and the 
justification of old truths’ (Ross, 1976, p. 25). During this period, the idea of the 
university as the transmitter of known knowledge, rather than the generator of new 
knowledge, gained precedence.
By the mid 1500s, Oxford and Cambridge were both ‘establishment 
organisations’ which seived the purposes of the monarchy and the Church (Ross, 
1976). They became powerful agents of social and political control, as at a time when 
status determined much in a person’s life—including marriage, tax, opportunity, 
employment, and punishments (Kearney, 1970)—a university education became of 
paramount importance to the gentry. However, recognition from State and Church 
brought an inherent understanding that the university had become the servant of both. 
Before this, universities had utilised their neutrality to best advantage, supporting the 
monarch’s interests against those of the Church, and vice versa, as occasion 
demanded. The new relationship established during this period heralded the start of an 
uneasy redefinition of the ‘idea’ of the university—‘there was ceaseless dialogue and 
debate to refine but not contiadict the dogma of the Church’, and this resulted in the 
imboimded pursuit o f ti-uth becoming ‘gradually less exciting and, indeed, sterile for 
many’ (Ross, 1976, p. 12). The repercussions of this change were also felt in areas
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less directly related to the Church, for instance in the disciplines of medicine and law, 
and ‘as old texts in law and medicine were fully explored there was little new to take 
their place’ (Ross, 1976, p. 12). As the focus changed to producing cultivated and 
cultured minds for society, the functions of reseaich and the pursuit o f knowledge 
were correspondingly diminished.
Despite this, the sixteenth and seventeenth centuiies constituted a particularly 
vibrant time for English intellectual activities. Frustrated by the rigidity of the post- 
Reformation curriculum, numerous scholars and their students left the universities to 
pursue research interests. Following the pattern of 300 yeais previously which had 
seen the birth of the university, these scholars and students formed small groups or 
academies, and began to study independently of the university. The Royal Society was 
one of a number of such academies. It was formed in 1662 and from within this 
society of leading scholars, research again began to flourish in England, as it had been 
doing, unabated, in Italy and Germany. Although the Society was not formally 
recognised by the universities, it attracted some of the brightest research minds fr om 
home (for example. Wren joined in 1663 and Newton in 1672) and abroad (for 
example, Mercator in 1666 and Vincenzo in 1696)..
These research communities now resembled the medieval model of university 
far more closely than did the Oxbridge institutions, whose rigidity and ‘low level of 
thought and life’ (Ross, 1976, p. 17) had begun to attract criticism from clerical and 
other professional quarters.
This examination of the early English model of the university has demonstrated 
that a lack of university reseaich in England between 1200 and 1500 led to a staleness 
and a naixowing in focus in university teaching, compared with the rigorous 
professional training that had continued unabated in Germany for example. Even a
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brief exploration such as this reveals two key change catalysts, the State and the 
Church, both of which continued to be significant as the idea of the university in the 
nineteenth centuiy emerged. It has also shown that the four features (knowledge, 
training, research and wider duty) have, in vaiying degrees, all been influential in the 
development of the English university thus far.
The end of the Oxbridge monopoly
Allen (1988, p. 36) commenced his account of events in the nineteenth century by 
explaining that ‘it is fair to say that the growth of new universities in the nineteenth 
centuiy was a result of the failuie of Oxford and Cambridge to meet the nation’s 
needs’ (1988, p. 36). Thus, Allen ai'gued, it was the failui'e of Oxford and Cambridge 
in their wider duty (for example, refusing to heed the advice of royal commissions that 
they broaden the curriculum), that led to two new imiversities being established— 
Durham (1832) and London (1836)—thus ending the Oxbridge monopoly. This policy 
shift was necessary to support the new industrial England. An agrai'ian model based 
on a scattered rural population was being replaced by an industiial economy 
dependent on concentrated large urbanisations around local industries.
Several writers (Dent, 1961; Kearney, 1970; and others) have ai’gued that the 
establishment of the University of London (the combination of University College and 
King’s College) stimulated the possibility of teacliing a wider cuiiiculum in England. 
London was described in Dent’s The University in Transition (1961, p. 45) as ‘a great 
London university ... an institution for effectively and multifariously teaching, 
examining, exercising and rewarding with honouis in the liberal aits and sciences the 
youth of our middling rich’. Other colleges followed this example (awarding
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University of London degrees), incoiporating philosophy, science, medicine, law, 
architecture, and other subjects into their curricula.
Although academic study of law and medicine had continued at Oxford and 
Cambridge, the training of professionals to practise in society had all but stopped. 
Instead their focus was on theology and a general liberal higher education. The advent 
of the University of London brought the study of specific disciplines, as a basis for- 
informing the professions, back into prominence within the idea of the university.
In adopting a model far closer to the German and Scottish universities than to 
Oxford or Cambridge, the University of London’s approach to research constituted a 
profound ideological shift in the natur e of scholarship itself. The Industrial Revolution 
had been fuelled, in part, by academic experiments and successes (Sanderson, 1975), 
and this produced a reciprocal change in the role of the university by rekindling 
research as a key feature. For the first time since the Middle Ages, the university 
scholar again began to question, analyse, and prove (Boyd, 1969).
Throughout the early and mid nineteenth century, the State exerted more of an 
influence on the university than previously. In response to pressures caused by the 
changing and expanding economy. State intervention pushed the 'purpose’ of the 
university towards a training paradigm (an identity that would develop in futiu'e years) 
and resiuTected the role of research in the miiversity. At the University of London, 
teaching and research were carried out, and professiorrals were trained to meet the 
needs of society.
By equipping its students (including Catholics, Jews, and those professing no 
faith) with the skills required for a changing society, the University of London had 
taken a step, albeit tentatively, away ftorn being an agent of cliiuch control, to being 
an agent of social change and social equipping.
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The Victorian expansion
Only fifteen years after its establishment, the University of London had affiliated 
nearly a hundred colleges, whereas the University of Durham, following the Oxford 
model, had remained as a small specialist clerical college (Burgess and Pratt, 1970).
However, even if  the Oxbridge institutions had heeded the royal commissions 
ear lier, they would not have been able to produce the number of gr aduates needed to 
support the increasing industrial strength of the nation—additional universities were 
required.
These came to be known as ‘Civic’ or ‘Redbrick’ universities. These two terms 
are often used interchangeably, or even together (Major, 2002), and refer to 
imiversities in major industrial cities established during the latter part of Victoria’s 
reign (Manchester, 1880; Liverpool, 1899; Birmingham, 1900), and in the reign of 
Edward VII (Leeds, 1904; Sheffield, 1905; Bristol, 1909). These terms are also used 
by some commentators to denote those imiversities that were founded during the 
reigns of George V and George VI in some less-industrialised towns (Leicester, 1921; 
Reading, 1926; Southampton, 1952). These developed from small Victorian colleges 
and were intended to be ‘local’ institutions established at strategic sites of industrial 
importance. Like London, these universities also adopted the German research model 
and were technologically superior and far more responsive to US and European 
advances than Oxbridge. Rather than remain as local establishments, they therefore 
quickly developed into national institutions (Allen, 1988, p.37)
This led to the development of tension between Oxbridge and the new 
institutions concerning status. Oxbridge, in the view of Ross (1976), had a mission to 
‘educate gentlemen for the ‘élites’—a ‘preserve of the aristocracy ..! standing for
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broad humanism’ (after Halsey, 1958), whereas the newer universities generally 
attracted students to train as professionals in more narrow (often technical) subjects in 
disciplines such medicine or engineering. Between 1800 and 1900 therefore, there 
were two distinct types of degree-level education in England —the Oxbridge model 
and the new research-active modern university, each based on fundamentally different 
concepts of the ‘idea’ of university.
Halsey (1958, p. 65) has asserted that:
... from the outset these universities [Civic/Redbrick] have been 
devoted more to science than to the arts, more to the training of the 
specialist than the cultivation of the ‘educated man’ ... more to 
research at the frontiers of knowledge than to the preservation and 
transmission of accumulated scholarship. Their standards of 
scholarship are seldom equalled and probably not excelled either in 
Oxbridge or in the world. Yet ffieir challenge to the social 
dominance of the ancient foundations has so far been completely 
without success.
Industrialisation also led to ramifications in the higher education sector outside 
the universities. In small local colleges, further developments occurred that were to 
shape the future of the sector.
The mechanics institutes, from which a number of universities can be traced, 
were formed between 1820 and 1840—for example, London (Birkbeck) Birmingham 
(Aston), and Bradford). The nineteenth century also saw the advent of the polytechnic, 
beginning with Quintin Hogg’s Regent Street Polytechnic. Three additional London 
polytechnics were created after a royal commission in 1870. These polytechnics had a 
mandate to ‘promote the education of the poorer inhabitants of the metropolis by 
techmcal instruction, secondary education, art education, evening lectures or 
otherwise and generally improve their physical, social and moral condition’ 
(Arrowsmith, 1966). The polytechnics (at Battersea, Northampton, and Chelsea) were
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loosely based on Hogg’s model, with the addition of the technological provisions 
found in the Mechanics’ Institutes. A centuiy later, Battersea Polyteclmic developed 
into the University of SuiTey (also absorbing the Guildford Mechanics Institute), 
Northampton became City University, and Chelsea (South-Western Polytechnic) later 
merged with King’s College, London.
The new universities were vocationally based and therefore emphasised 
professional education and competence. Their very existence was based on the need to 
teach the ‘middling rich’ the arts and sciences, to the service of a rapidly expanding 
society. Oxbridge continued to reject this public-service role, and many of its students 
were still taking ‘pass degrees’ which had little to do with academic rigour, and 
which, even in the late 1800s, were effectively degrees from a gentleman’s finishing 
school (Kearney, 1970). Teaching in the London polytechnics was generally part time 
and /or evening-based, and linked to trades. However, great efibrts were made to 
educate the whole man and opportunities were provided for general education, 
recreation, and socialisation (Burgess and Pratt, 1970, p. 13)
The ‘Civic’ universities continued with the German tradition o f linking research 
with teaching to support their training of the professions. Their aim was to supply 
society with the professionals it needed to be competitive (especially in light of the 
international exhibitions of 1851 and 1867). The technical colleges and polytechnics 
had aimed, from their very inception, to equip society with a suitably qualified and 
skilled workforce (Pratt and Burgess, 1974; Pratt, 1997).
Technological advances and industrialisation, combined with a resurgence of 
rational inquiry, meant that a modern university had evolved vrith an emphasis on 
‘research, expanding emolments and public service’ (Ross, 1976, p. 49). The ‘Civics’ 
(or as they are sometimes known, the ‘Redbricks’) embraced the role of ‘public
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servant’, and their provision of the required professionals had consequences for 
society as a whole. Research remained the remit of the societies and the universities, 
and was not undertaken in the polytechnics or technical colleges and institutes. These 
continued to focus almost exclusively on teaching and training until the middle of the 
twentieth century.
The structure of higher education was fundamentally affected by the
developments in technology and science. The new institutions had to be socially
responsive and designed to support national competitiveness although, as a sector,
English higher education was still behind. As Allen (1988, p. 37) has observed:
In 1902 Germany had 22 universities for a population of about 50 
million; in the same year England had 7 universities for a population 
of 31 million. In 1897 the British Government gave £26,000 in 
gr ants to universities; the Germans gave nearly £500,000.
The Victorian expansion marked a significant change in English higher 
education. The monopoly of the Oxbridge model was, after more than five hundred 
years, at an end, and scientific inquiry again flourished. Industrialisation had 
irreversibly altered the class structure of society, and the establishment of new 
universities to meet a need for professional leaders within society had created, of 
itself, a need for skilled, semi-skilled, and technical workers to operate the technology 
being designed within the departments of the rising institutions of technical education. 
By the end of Queen Victoria’s reign in 1901, universities, polytechnics, and institutes 
were expected to be more responsive to the needs of society than ever before, and 
were seen as being crucial to national competitiveness (Burgess and Pratt, 1970, pp. 
11-16).
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The study of this period has illustrated how two of the four core features of 
university (training and research) became dominant with the development of the wider 
duty of universities in the provision of professionally trained graduates.
The impact of two world wars
Between the death of Queen Victoria in 1901 and the declaration of war in 1914, 
another three universities (Leeds, 1904; Sheffield, 1905; Bristol, 1909) were founded 
in industrially strategic cities. These adopted the same structures and models as the 
civic universities before them. After the First World War, and before the outbreak of 
the Second World War, another three (Hull, 1921; Leicester, 1921; and Reading, 
1909) had been established. In the ten years before the First World War, ftmding to the 
colleges had increased fivefold (Dent, 1961, p. 59). By the end of the war, this had 
again doubled but, as Dent has pointed out, the number of students had also doubled.
This section looks at how the two world wars affected higher education in terms 
of its roles in research, knowledge, training, and a wider duty to society.
The White Paper of 1915, which introduced State support for institutions was, in 
itself, an important part of the emerging idea of university. As the ‘Civic’ universities, 
and the London colleges grew in value to society, they began to request additional 
support from the Treasuiy. In 1914 state funding of university research had been 
tripled (as a result of the Haldane recommendations). As a consequence of this, and 
with the additional impetus of the First World War, the emphasis of universities 
changed from ‘pure’ research—discovery for its own ends—to the ‘survival sciences’, 
with a corresponding redirection of energy and resources.
As Stewart (1989, p. 21) has observed:
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Wartime conditions forced improvisation and applied resear ch in all 
survival sciences, including engineering, fuel teclinology, 
aeronautics, textiles, metallmgy, [and] the chemistry and physics of 
explosives.
Stewart also referred to the special role that the still prolific Royal Society was 
to play in shaping this new role. The government drafted researchers from the society, 
and from many of the ‘Redbrick’ research departments, into the Department of 
Scientific and Industrial Research—thus marking another shift in the role and function 
of the universities as they began to undertake research on behalf of the State.
This research activity was not limited to the universities. The history of 
Battersea suggests that it too began to advance rather than just transmit knowledge 
(Arrowsmith, 1966). However the advent of the Second World War polarised this 
research focus even more.
Although, during the First World War, the universities and colleges had shown 
themselves to be responsive to society’s needs, by 1943 this response can be seen to 
have constituted a fundamental shift in the wider duty of the university. As Dent 
(1961, p. 81) has observed in commenting on the role of the Committee of Vice- 
Chancellors and Principals (CVCP):
... it is clear that even at this early date the CVCP had realised that 
in the future—and the immediate futuie at that—the universities 
would have a moral obligation to undertake specific tasks in the 
interests of national policy.
Higher education had played a large part in enabling the technological events 
that mai'ked the end of the Second World War. For example, in the development of 
the atomic bomb, contributions to atomic physics were made by scholars from 
Cambridge (Bragg, Chadwick), Oxford (Soddy), Manchester (Geiger, Rutherford), 
Birmingham (Aston), and Liverpool (Barkla) (see TPBNW, 2002). The changing
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re-established the importance of a strong national science base. The changing balance 
of the four facets identified in the present study (research, knowledge and culture, 
training, and a wider duty to society) led to a consolidation of the training and research 
paradigms wliich had been gaining momentum since the establishment of the ‘Civics’ 
(or ‘Redbricks’).
By the end of the Second World War, the ‘idea’ of liigher education and the 
‘idea’ of the university had changed. The roles of the universities, colleges, and the 
London pol}4;echnics had become somewhat blurred. All were involved in teaching and 
training students in a far wider curriculum, and all played a cmcial role in research. 
What had previously been the exclusive domain of the universities and the Royal 
Society was now also the core business of the colleges and polytechnics. The State and 
the universities were now inextricably linked and, by the end of the Second World 
War, the University Grants Committee (UGC), which had been formed in 1919 
(Shattock, 1994), had moved from a circumscribed role in wliich it ‘considered 
financial resources’ to playing a part in the ‘development of the universities ... in order 
that they [were] fully adequate to national needs’ (Allen, p. 38).
In summary, the world wars obviously affected all of the four features of the 
university, especially the role of the wider duty to society. Teacliing and research 
became oriented towards the war effort in the spirit of a ‘wider duty’. The colleges and 
universities also had a pivotal role in training returning soldiers, and in stabilising post­
war society.
1960s expansion
In his 1988 text, Education in the Post-war Years, Lowe discussed ‘the new scientism’ 
(p. 56). In using tliis term he was referring to the changes in government and university
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and university priorities after the war as a result of the development of teclmological 
warfai-e and the fact that, before the war, the UK had tr ailed far behind the rest of the 
Western world in the production of graduates. Stewart (1989, p. 23) has stated that, in 
the 1930s, one person in 1013 of the English population was a university graduate, 
whereas Germany had one in 604, and the USA had one in 215.
Several policy documents were commissioned to address the needs of the 
immediate post-war society. In 1944 the McNair Report formalised the teacher- 
training programme and introduced youth work courses in the technical colleges 
(Lowe, 1988, p. 57). In the same year an Education Act focused on equality and 
access to education, the harnessing of post-war idealism in groundbreaking policy 
developments, and the redressing of the UK’s relative lack of graduates. Three 
imiversity colleges were given chartered status as part of this expansion (Nottingham, 
1948; Southampton, 1952; and Exeter, 1955).
Another feature of post-war’ expansion was the introduction of State support 
wliich made advanced education possible for people who had previously been unable 
to afford it. Against this backdrop of expansion in higher education, the Percy Report 
and the Barlow Report were commissioned.
Alongside the 1944 Education Act, the Percy Report, commissioned in 1944, 
‘considered the needs of higher education in England and Wales and the respective 
contribution to be made thereto by imiversities and technical colleges’ (Dent, 1961, p. 
77). The report made a critical distinction between two providers of higher education. 
Universities were to provide professionals, whereas technical colleges were to provide 
technical and skilled workers. Responsibility for training administrators and managers 
for industry was to be shared. The technical colleges were to begin teaching three-
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year, full-time degrees, and it was proposed that some should be specialised centres of 
expertise.
A significant feature of the Percy Report was the assertion that neither the 
colleges nor the universities were capable of producing enough engineers within the 
existing system. In light of the national paucity in qualified engineers, the committee 
recommended a different type of education for the engineering community.
The Barlow Report was published in 1946 and considered the future of 
universities in the UK with particular reference to scientific manpower and resources. 
The report suggested that, to remain competitive in the post-war climate, the UK 
should double the number of student places in scientific and technological subjects.
Both the Percy Report and the Barlow Report agreed that expansion was crucial. 
However, Barlow placed gr eater emphasis on not allowing the loss of the liberal arts 
amid the necessary increase in technological research. Lowe (1988, p. 57) has 
suggested that this arts focus was driven by a desire to ‘inoculate future leaders’ 
against the ‘unbridled scientism’ which had under-pitmed Nazi domestic policy. From 
these two reports, the beginnings of the colleges of advanced technology (CATs) and 
the ‘Plateglass’ institutions (based on remote Greenfield sites, with a strongly 
academic curiiculum, these were seen to be preserving the best of Oxbridge - see 
Beloff, 1968) can be traced.
In 1956 a White Paper, ‘Technical Education’, highlighted the fact that the UK 
was trailing significantly behind Russia in the production of engineering and science 
graduates (Burgess and Pratt, 1970). This assertion caused great consternation, and the 
Government made recommendations that student numbers in technological subjects 
should increase from 9000 to 15,000, and that these students should be trained at a 
number of advanced institutions—the CATs. With the exception of Chelsea, the
52
institutions that were mentioned (Battersea, Chelsea, Northampton, Loughborough, 
Bradford, Birmingham, Salford, and Acton) had already developed a strong scientific 
and technological base
However, as Burgess and Pratt (1970) have pointed out, the landmark 
establishment of the CATS in 1956 was soon overshadowed by a much larger 
milestone in higher education history—the Robbins Report. The Robbins Report was 
by far the most influential policy document to emerge during this period. The 
committee responsible for the report had set out to re-examine the purpose of higher 
education, to analyse its aims and principles, and to reconsider its teaching methods 
and the depth to which subjects should be studied. The nation’s economic 
perfbrmance and national competitiveness were also prime considerations.
The steady rise in public funding of higher education from the 1940s onwards 
had created an increasing dependence on the State, and this increase in public 
spending created a need for greater accountability. Tapper and Salter (1997) have 
suggested that these changes marked a clear move towards an economic ideology or 
dynamic of higher education. It has been argued that after the Second World War’ 
universities had been perceived as ser'vants of the national economy (Stephens, 1989; 
Salter and Tapper, 1994; Henkel, 1999). However, despite numerous attempts by 
gover’nment to effect deeper changes in the structure of higher education in the post­
war period, the universities resisted such an explicit servant role. Therefore, when the 
government wanted an increase in vocationally trained graduates, it looked instead to 
the technological institutions.
To this end, the National Council for Technological Awards suggested to the 
Robbins Committee that the CATs were in a position to award their own degrees, and 
Robbins subsequently recommended that the CATs be granted university status. The
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CATs were also encouraged to develop their research activity and to discontinue 
lower-level work which, according to Burgess and Pratt (1970), constituted 
approximately 60% of their activity.
Robbins also conciuTed with the recommendations of the 1960 Anderson Report 
on student grants, and suggested that anyone with the qualifications and ability to 
attend university should have an opportunity to do so.
Although the Robbins Report rejected the notion that higher education policy 
should be governed by national manpower needs and the demands of professional 
bodies, it did explore a number of ways of increasing student numbers (albeit on less 
academic and more applied courses) to meet the needs of the workforce. To satisfy the 
requirement for these new vocational degrees, the report made recommendations that 
again changed the role of the CATs. The development of the CATs had already been 
turbulent—from quite humble beginnings as mechanics’ tiaining centres, community 
education colleges, and polytechnics, they had (mainly as a result of the two world 
wars) become leading providers of scientific and vocational training across a number 
of disciplines (Burgess and Pratt, 1970). This evolution was due, in part, to the 
reluctance of older universities to change in response to external pressures. Many of 
the older institutions were not reliant on State funding because they had access to 
additional sources of finance—for example, fi’om land and estates—and were 
therefore behaving more autonomously. The CATs had a tiadition of responsiveness 
to the needs of society (discussed further in Burgess and Pratt, 1970).
It was therefore logical to invite CATs to award the required qualifications and, 
along with the new ‘Plateglass’ universities, to provide the additional student places.
In 1964 the Department of Education and Science (DES) replaced the Ministiy 
of Education, and assumed responsibility for the UGC and the research councils. By
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1966 the CATs had become universities by royal charter. Increased demand for full­
time degrees led to a marked reduction in the provision of part-time studies by the 
CATs. This left a further gap in the provision of higher and ftirther education in the 
UK—courses for those who needed training, but who did not want, or were not able, 
to obtain degrees. It was thus a logical progression for the colleges of further 
education (FE) to take over some of the sub-degree work that had previously been 
undertaken by the CATs—a development which was a precursor to flirther reforms of 
the sector
The 1960s expansion had been heavily influenced by the Robbins Report and, as 
previously discussed, the report brought together the four features of knowledge and 
culture, research, training, and a wider duty to society.
The binary line
Against the recommendations of the Robbins Report, the government (under the 
auspices of the Minister of State for Education, Anthony Crosland) introduced a binary 
system of higher education to England and Wales, with the creation of thirty new 
polytechnics flom well-established flirther education (FE) colleges. These two systems 
were funded separately—the universities by the University Grants Committee (a buffer 
against direct ministerial involvement) and the polytechnics by local education 
authorities (LEAs).
The two components of the system were also administratively separate, with the 
newly formed University and Central Council on Admissions (UCCA) not handling 
polytechnic admissions. It was twenty years later that the Polytechnics and Colleges 
Admissions Service (PCAS) was formed. The system remained divided in tliis way
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until 1992 and, in general, the new polytechnics took over the lower-level vocational 
training that had previously been the remit of the early polytechnic model and CATs.
The implications of the numerous policy developments of the 1960s were felt 
most keenly in the 1970s. Increasing the number of student places continued to be a 
key issue facing the government in the 1970s, and most western European countries 
were midway between an élite system and a mass system of higher education (OECD, 
1971). However, in 1989, Stewart could still point out that, if Trow’s (1975) 
definitions of ‘élite participation’ and ‘mass participation’ were accepted (as being 
15% and 35% of the eligible population respectively), the UK was still a long way 
from having a mass system of education.
By the end of the 1970s, the CATs had become universities, the ‘Plateglass’ 
universities (Beloff, 1968) and the Open University (Perry, 1976) had also been 
established, and the thirty newly designated polytechnics formed the advanced end of 
post-compulsory education sector.
Although the polytechnics had a designated mission to pursue a vocational 
curriculum (Pratt, 1999), the rise in the popularity of arts and social sciences induced 
the polytechnics to establish what Pratt (1999, p. 260) described as:
... a wide range of new subjects as appropriate for study in higher 
education, [which] created new patterns of courses and made a 
substantial contribution to developing student centred learning.
Although a number of institutions offered post-graduate research degrees, their 
principal concern remained teaching (Pratt, 1997, p. 19). These courses were validated 
through the Council for National Academic Awards (CNAA) which served as a major 
accreditation body for advanced education courses. (See Silver, 1990, for an account 
of the development and history of the CNAA.)
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The Thatcher legacy (1979-90)
Although there were a number of influences on the idea of higher education during the 
Thatcher era, three key milestones have been selected. These are the Leverhulme 
Repoifs (1981-83), the Janat Report (1985), and the White Paper ‘Higher 
Education—meeting the challenge’—all of which were significant catalysts.
The Leverhulme Reports, a programme of study into the future of higher 
education organised by the Society for Research into Higlier Education, had eight 
main aims, four of which referred to professionalising university management and 
encouraging universities, polytechnics, and colleges to ‘promote efficiency’ (p. 4) and 
proceed towards ‘corporatisation’ (Melody, 1997, p. 77). As a result, by the 1980s, 
traditional ‘ivoiy tower’ securities (such as tenure) had become ‘a relic of [a] bygone 
age’ (Stewart 1989, p. 248).
The 1985 Jarratt Report endorsed this move towards corporatisation, suggesting 
that ‘universities are first and foremost corporate enterprises’ (1985, p. 22) and, by the 
mid 1980s, leading figures from business and industry (Jarratt, Cadbury, Finniston, 
and Pilkington to name a few) were advising the Thatcher government on higher 
education policy and institutional management. Stronger partnerships between 
universities and industry were encouraged. Stewart (1989) has suggested that the first 
collective expressions of this collaboration were joint conferences, exhibitions, and 
sponsorship deals. This was also a period which saw the increasing use of 
performance indicators. In particular, in 1985, the UGC decided that research quality 
could be quantified, and introduced the Research Selectivity Exercise (RSE), later to 
become the Research Assessment Exercise (RAE), under which future research 
funding would be distributed selectively.
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... the institutions of higher education should serve the economy 
more effectively and should pursue basic scientific research in the 
arts and humanities ... should have closer links with industiy and 
commerce and should promote enterprise.
This White Paper also summarised the government’s preferred ideology for
higher education—that it should play a significant part in the UK’s gross domestic
product (GDP)—and noted that taxpayers should receive good value for money from
the universities. The Thatcher government had recognised that teaching, training and
research were all valid parts of the university role and that the university had a wider
(principally economic) role. However, the emphasis of research rather than teaching
had triggered a fresh debate, and this, in addition to the funding crisis, was the key
catalyst for a national inquiry into higher education. Such an inquiry was therefore
amiounced to explore the future of the UK sector.
A system united?
Pratt (1997; 1999) has explained that, although the number of students at polyteclinics 
had risen fivefold between 1965 and 1992, university applications had not kept pace 
with tliis increase. The 1992 Further and Higher Education Act was ‘facilitated’, he 
has suggested, by the contentious nature of polytechnic flinding, especially as they had 
come to represent the larger portion of the higher education sector.
The Further and Higher Education Act of 1992 ended the binary system by 
granting polytechnics and colleges degree-awarding powers and university status. 
Because the ex-polytechnics could award degrees in their own names, the CNAA was 
abolished. By 1995 there were 140 universities and colleges awarding degrees in the 
UK, and the higher education student body had reached 1.5 million full-time students.
By separating the funding of research and teaching, the 1992 Act also changed 
the ways in which higher education was funded. The impact of this was fully felt from
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1993 onwards when 90% of all Higher Education Funding Council for England 
(HEFCE) research funding to universities was allocated by performance in the RAE.
HEFCE suggested that the growth in student numbers during this period, most 
significantly in the ‘flill-time participation of 18 to 21 year-olds’ (HEFCE, 2001, p. 4), 
was caused in part by the success of the GCSE examination in encouraging more 
students to remain in education to undertake advanced level examinations (HEFCE, 
2001, p. 4). This success threatened to cause a funding problem for the incoming 
government of 1997, whichever party was elected. Because students still received LEA 
grants funded by central government, this led to an overspending on higher education.
The post-Dearing university: the Learning Age (1998)
In total the ‘National Committee of Inquiry into Higher Education’ (NCIHE, 1997) 
made 93 recommendations to the Labour government of 1997. Two official 
government responses were published simultaneously in 1998—a Green Paper entitled 
‘The Learning Age’ (HMSO, 1998) and a policy document entitled ‘Higher Education 
in the 21st Centuiy’ (DffiE 1998). In terms of legislation, the Teaching and Higher 
Education Act was passed in 1998. Understandably the two responses contained a 
number of similarities regarding the vision and priorities of the post-Dearing university. 
In this emerging vision, the four features of the university under examination in the 
present study are clearly discernible.
The core of the Department for Education and Employment (DfEE) Report and 
the Green Paper concerned the following developments; (i) widening participation, 
lifelong learning, and flexible provision; (ii) increased collaboration (within the sector 
and particularly with industry); (iii) more responsiveness to the needs of business and 
industry; and (iv) improved quality and higher standards of teaching and research.
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(i) Wider duty:-Wideniiig participation, lifelong learning, and flexibility
The Labour government stated that ‘we are embarldng on a new era in which old 
divides are broken down and access is opened up to those who previously had no 
expectation of returning to learn’ (DfEE, 1988, p. 1)
In agreement with Dearing, the government was committed to the principle that 
‘anyone who has the capability for higher education should have the opportunity to 
benefit from it’ (HMSO, 1997, 4.27), and backed their commitment by introducing 
policies to facilitate widening access to higher education. The Green Paper proposed 
that the total number of students should be increased from 1.8 million (the number 
who had received higher education in the previous year), and that the cap on student 
numbers that had been introduced by the Conservative government be lifted. 
Moreover, the Labour government wanted to widen (and not simply increase) 
participation in higher education. It proposed that the extra places should be filled from 
groups previously underrepresented in liigher education—the disabled, those from 
semiskilled and unskilled family backgrounds, and those from less-affluent 
neighbourhoods. The government announced in the Green Paper that funding would be 
available for projects that widened participation. Whereas ‘widening participation’ was 
essentially concerned with equitable opportunity of access to higher education; 
‘lifelong learning’ refeired to the principle of ‘continuous development of the skills, 
Imowledge and understanding that are essential for employability and fulfilment’ 
(HMSO, 1998).
A number of specific initiatives were devised to deliver the government’s lifejqng 
learning strategy—including the ‘New Deal’ programme, the
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‘University for Industry’, and the establishment of individual learning accounts. The 
Green Paper suggested that ‘one of the best ways to overcome some of the bairiers to 
learning will be to use new broadcasting and other technologies’ (HMSO, 1998, 1.22). 
Fuilhermore, it emphasised that universities needed to give wider opportunities for 
students to access their services, thus ‘making [themselves] more accessible by 
exploiting new technology and flexible delivery with facilities available at times 
convenient to students’ (HMSO, 1998, 4.28).
Universities were therefore encouraged to develop learning technologies, for 
online or television use. The government predicted that this expansion of e-learning— 
described by Laurillai'd (1993) as the ‘virtual university’—would ‘provide great 
potential for the United Kingdom to become a world beater in this new global 
industry’ (HMSO, 1998, 1.25).
However, despite the generally positive response to the proposals to widen 
participation, 1998 also had a ‘sting in the tail’—the Teaching and Higher Education 
Act. This Act introduced tuition fee contributions and abolished the maintenance 
grant. These moves led to widespread speculation that the planned increases in student 
numbers would not materialise. This controversy has continued due to Clause 18 
which dealt with ‘top-up fees’. This Act of Parliament represented practical changes 
in the sector, and an ideological shift. Although some have commented that students 
were already becoming more like consumers (Henkel, 1997), the advent of tuition fees 
has consolidated this paradigm.
(ii) Wider duty: Partnerships for the regional economy
A key featirre of the Dearing Report, and subsequent government responses to it, 
concerned the goals and the vision of the post-Dearing university, and how these
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could be delivered through ‘partnership’. The notion of this partnership-based future 
was expanded and consolidated between 1999 and 2000.
The partnership activities HEFCE referred to in the 1999 strategic plan 
included: (i) research partnerships ‘between researchers, educators, institutions, 
employers, and sponsors of research’, and ‘ strategic partnerships to enhance the 
research base’; (ii) access partnerships with FE and community groups ‘through which 
higher education institutions collaborate to widen access and participation’; and (iii) 
industrial and economic partnerships to ‘forge closer, better informed and more 
productive partnerships between higher education institutions, industry and commerce 
(as employers and as consumers of expertise) and with other agencies with a remit in 
regional economic development’ (HEFCE, 1999b).
(iii) Employability and the relationship with industry and business
As this journey past a number of key milestones has illustrated, ever since the earliest 
model of the university, institutions have been concerned to ensure that students are 
trained for professional roles in society. The Dearing Report made a number of 
recommendations, which the Green Paper accepted, regarding the principle of 
graduate employability. A core outcome was an acceptance that ensuring ‘high 
standards’ would ‘enhance the employability of graduates’ (4.28). The Dear ing Report 
is acknowledged to have cemented the importance of skills development in the role of 
universities—perhaps a conclusion to the debate that had been continuing within 
higher education since the early 1990s. Barnett (1994) has suggested that, even before 
Dearing, a shift had been occiming from the knowledge-based crmiculum of the pre­
modern university to increasingly employment-focused outcomes. Barnett had 
concerns about this shift, and questioned whether higher education was focusing on
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these employability skills to the detriment of personal development. His argument 
assumed that personal development was more likely to occm* in a knowledge-based 
curriculum, rather than in a skills-based curriculum—an assumption that is contested 
by others (Assiter, 1995, pp. 14-18).
This discussion echoes an earlier observation that one of the gr eatest strengths 
of the pre-modern, knowledge-based curriculum was the depth of knowledge and 
understanding that students attained, and that, conversely, its greatest weakness lay in 
the students’ application of that knowledge (as discussed in more detail elsewhere in 
this present review in considering the work of Newman and Pelikan). In the same way 
it might be argued that the greatest benefit of a skill-based, modernist curTiculum is its 
adaptability and applicability to the workplace, whereas its potential weakness could 
be insufficient depth of understanding.
The Dearing Report recommended that greater emphasis be placed on graduate 
employability through skills development and closer higher education liaison with 
employers. The government concurred with the Dearing Committee’s 
recommendations on work experience (Recommendations 18 and 19) and therefore 
recommended that ‘whether or not on vocational courses, students should have the 
opportunity of work placements and the support necessary to reflect on the 
experience’ (DfEE, 1998, 6.6).
The government also mentioned the possibility that this could ‘involve 
employers in the design and delivery of integrated programmes of academic study’ 
(DfEE, 1998, 6.6).
Dearing encouraged universities to develop relationships with industry that 
extended beyond viewing companies as graduate employers. Rather, universities 
should envisage joint mdustrial and commercial underlakings in partnership with
64
industry in the regional economy. The committee recommended that the government 
should fund projects that ‘enable higher education to be responsive to the needs of 
local industiy and commerce’ (DfEE, 1998, 6.1). In particular, the needs of small-to- 
medium enterprises (SMEs) were highlighted and higher education institutions were 
‘expected’ by the government to provide ‘easy and co-ordinated access to information 
about higher education services in their area’ (DfEE, 1988, 6.2). They were also 
expected to expand their role in supporting the local economy by becoming more 
entrepreneurial. Dearing recommended the widespread creation of incubator units and 
science parks in which staff or students could develop ‘business ideas developed in 
the institution’ and that the universities could support technological stait-up 
companies ‘for a limited period until they are able to stand alone’ (NCIHE, 1997, 
Recommendation 39).
The strategic plan for 1999-2004 (HEFCE, 1999b) suggested that the elements 
of reform put forwai’d by Dearing were directed at what Clark (1998) had once 
described as the ‘academic heartland’ of the university. The curriculum itself was to 
undergo changes to make students more employable, following assertions that 
students’ skills and time at university could be made more valuable and transferable to 
the world of work by enhancing ‘tlie relevance of programmes of teaching and 
research to the needs of employers and the economy’ and that ‘more could be done, 
both to equip graduates for their working life and to meet specific manpower and 
updating needs’ (HEFCE, 1999b, section c). These comments succinctly highlight one 
of the ways in which the research, knowledge, wider duty, and the training fimctions 
of the post-Dearing university have become interwoven.
Eaiiier in 1999, HEFCE’s summaiy report, ‘Higher Education in the United 
Kingdom’, was published (HEFCE, 1999a). Essentially, this was a descriptive
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document that represented a ‘capsule’ of thinldng at the time. The opening page 
defined higher education as ‘many different types of organisation wliich carry out 
teaching, scholarship and research’ (HEFCE, 1999a, p. 1). The document then 
identified the three ‘main purposes’ of the post-Dearing university as being; (i) ‘to 
enable people to develop their capabilities and fulfil their potential, both personally and 
at work’; (ii) ‘to contribute to an economically successful and culturally diverse nation’ 
and; (iii) ‘to advance knowledge and understanding through scholarship and research’.
In addition to describing the structure of the post-Dearing sector (employing 
318,000 staff, teaching 1.7 million students, and offering 30,000 undergraduate 
courses), the document also presented some of its ambitions, which can also be found 
in both Dearing (1997) and the subsequent government responses. As well as the 
principles of widening participation and lifelong learning, the HEFCE (1999a and 
1999b) documents outlined the role of the university in income generation. As this 
historical review has shown, this is not a ‘new’ notion of the purpose of higher 
education. It has, however, been given more explicit priority in recent years. The 1999 
strategic plan (HEFCE 199b) was quite clear about the role of research and teaching in 
universities. Although acknowledging that universities must ‘deliver the best possible 
teaching, learning and research’, the plan also stated that such activities were to be 
judged by reference ‘not just to their intrinsic quality but also to the contribution that 
can be made to the country’s overall prosperity and well-being’ (HEFCE, 1999b, 
foreword). This was yet another example of how the concepts of knowledge, research, 
and the wider role of institutions interlink in the post-Dearing university.
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(iv) Teaching and research - Quality and standards
Among many other recommendations, it was suggested that greater priority should be
given by higher education institutions to ‘learning and teaching strategies (NCIHE,
Recommendation 8) and that university teaching staff should be formally accredited.
The government supported Dearing’s recommendation that an ‘Institute of Learning
and Teaching’ be created. Other recommendations included a review of course
provision to ensure that courses were in line with the needs of society, especially
employers (Recommendation 16). Other recommendations regarding teaching
standards included an acceptance that (DfEE, 1998, 4.0):
... quality and standards underpin all forms of learning. Learners at 
all levels and at all stages of their lives should be able to rely on the 
very best provision, whatever and whatever they study.
The standards of research were also under scrutiny, including the methods of 
assessing the quality of research. In particular, the problems of assessing 
interdisciplinaiy research (necessary for technological and scientific national 
competitiveness) were discussed, and a report was commissioned to review the RAE. 
Other recommendations were made to ensure research standards remained high, 
including a recommendation that the indirect costs of research (overheads, premises) 
should also be met by the research councils, and not by the universities.
The 1999 and 2000 HEFCE strategic plans also showed the increasing inter­
connectedness of the four identified core features of higher education. Both plans 
emphasised that teaching and research activities are to be improved so as to be more 
cost-effective, more related to the needs of employers, and more likely to contribute to 
the nation’s economic competitiveness. The 2000 plan made explicit reference to tliis 
income-producing role, post-Dearing: ‘All HEIs [will] increase their non-public income
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income through the application of teaching and research’ (HEFCE, 2000). The 1999- 
2000 period was very much a time of new initiatives to support the priorities 
discussed above: (i) widening participation, lifelong learning, and flexible provision;
(ii) increased collaboration and development of partnerships; (iii) more 
responsiveness to the needs of business and industry; and (iv) higher standards in 
teaching and research.
Higher education future priorities
The Labour Party’s 2001 manifesto stated (p. 7):
We plan a radical improvement in secondary schools, building on 
our success in primary schools. Our aim is to develop fully the 
talents of each child. Our* ten-year' goal is 50 per cent of young 
adults entering higher education.
This pledge was incorporated, along with three others (fair access, reduced non­
completion, and strengthened teaching and research excellence) in the Department for 
Education and Skills strategy document, ‘Education and Skills: Delivering Results’ 
(DfES, 2001). Speaking at London Guildhall University, the Education and Skills 
Secretary, Estelle MorTis, claimed that this goal—that by 2010, 50% of young people 
under 30 would go onto higher education—was not just ‘something tliat would be 
quite nice ... not just a social aspiration but ... an economic necessity’ (Morris, 2001 
p. 4). However, many concerns have been raised concerning the feasibility of such a 
development, given the existing system. Indeed Moms herself (2001, p. 8) conceded 
that it constituted:
... a huge agenda [involving] ... widening participation, the 
challenge of delivering diversity and opportunity, fostering teaching 
and research excellence and linking universities to industiy and the 
community.
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The deliveiy of this target she argued, rests upon ‘first class management and 
world class leadership’ (p. 8). From the government’s perspective, ‘we must foster 
proud and autonomous institutions, confident in their differing missions and meeting 
the needs of their students’ (p. 9). Morris also announced a ‘wide-ranging and 
fundamental review’ of the sector that would focus on five key aieas—(i) widening 
participation; (ii) world-class research; (iii) the linking of universities with industries 
and communities; (iv) teaching excellence; and (v) management and leadership. Not 
surprisingly, these priorities were reflected in the HEFCE strategic plan for following 
year. In the 2002-07 strategic plan, some of the changes stimulated by Dearing can be 
clearly seen.
The five key aie as set out above are presented by the funding council under 
three main headings: (i) partnership (the increased emphasis on which can be linked 
directly to Dearing); (ii) high-quality, cost-effective teaching and research (which 
includes M onis’ management and leadership factor); and (iii) the need for increased 
institutional diversity (in terms of both (a) student intake, course provision, and 
equity, and (b) institutional mission.
In discussing the role of higher education in the new millennium, HEFCE stated 
that it is now recognised that ‘universities and colleges are ... the major drivers of the 
country’s economic competitiveness and the well being of society’ (HEFCE, 2002, 
foreword). The priorities that it has identified reflect this. In these priorities it is also 
possible to trace the four ‘core’ features identified in the earlier framing chapter— 
knowledge and cultuie, research, training, and the wider duty that the university has to 
society.
With respect to knowledge and culture and training fo r employment, the 
university in 2002-07 should ‘promote high standards of education so as to advance
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knowledge and scholarship, and encourage improvement, enterprise and innovation, 
and enhance students learning experiences and employment prospects’ (HEFCE, 
2002, p. 3).
With respect to research, the university should ‘promote high standards of 
research first to advance knowledge and scholarship and encourage improvement 
enterprise and innovation’ (HEFCE, 2002, p. 3).
The wider role of the university in 2002-07 involves two main areas—widening 
access and economic competitiveness. As HEFCE (2002, p. 4) put it, the university 
should:
... increase access, secure equal oppoitunities, support lifelong 
learning and maximise achievements for all who can benefit from 
higher education.
Moreover (HEFCE, 2002, p. 9):
All HEIs continue to improve their capability to contiibute to 
economic growth and the health of society more generally—both 
regionally and nationally ...
It is outside the remit of this section to discuss the details and implications of all 
of these ideas (although several of these issues aie considered in the inferences and 
conclusions section of this work). Rather, the purpose of this discussion has been to 
show how the idea of higher education is always evolving, and how the four featuies 
(knowledge and culture, training, research, and wider duty) can be identified as key 
factors in the evolution of the sector in 2002, just as they have in the past.
Summary
This review has provided an historical and contextual backdrop to the changes in 
higher education in England. This is an important part of the methodology for this
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work because it provides triangulation for the ensuing analysis of university 
documents over time, pai'ticulaiiy those of the University of Surrey from 1968 to 
2000. As mentioned at the start of this chapter, a pilot analysis of university 
documents suggested the presence of four themes in the text—knowledge and culture, 
research, training, and ‘another’ (later to be identified as ‘wider duty’). The aims of 
exploring higher education history have been: (i) to see how, from a historical 
perspective, the sector has developed; and (ii) to ascertain whether history confirms 
that there are certain characteristics of university function that have always been 
observable and can therefore be seen as perennial aspects of the ‘idea’ of the 
university.
The historical review has shown that knowledge and culture, training, research, 
and a wider duty to society are, indeed, observable through historical accounts ftom 
the earliest models of higher education.
The review has also demonstiated that vaiious influences (the State, the 
economy, competition, and input hom industry) have affected the higher education 
sector over time, and that some of these influences have had major impacts. For 
example, in the days of the early university, tlie Church had a major role in shaping 
the function and ideology of universities. As the Church and State increased in 
influence (post-Reformation), their control over Oxford and Cambridge and other 
institutions became increasingly direct, and this forced much of the research function 
of higher education to move outside the formal university into new societies and 
academies of learning. From this time onwards, the State became the major external 
influence on higher education. It granted formal recognition and funding to 
universities, and could therefore also ‘recommend’ (or enforce) its ideology upon the 
sector. The review has shown that, as governments and the needs of society have
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changed, so has the ideology of higher education and, consequently, the priority given 
to the each of the foui' features of university fimction.
The pilot phase of the research (see Appendix C) highlighted the identified foui* 
facets as discrete aspects of a university’s textual identity. This historical review has 
shown that they are also identifiable through historical and contextual analyses—in 
both policy-based and philosophical appreciations of the idea of university.
Chapter 1 
Section C
A synopsis of the development of the 
University of Surrey
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A synopsis of the development of the University of Surrey
The University of Surrey is the subject of the following case study and as such 
requires additional contextualisation. There are two texts dedicated to the liistory of 
the University of SuiTey — AiTowsmith (1966) and Douglas (1991). A third text, by 
Pick, is due for publication in August 2002. This synopsis summarises the significant 
milestones in the university’s evolution, as detailed in the works of AiTowsmith and 
Douglas.
The polytechnic at Battersea opened its doors in 1894 with a mission bestowed
on them by the City Parochial Foundation:
To promote the education of the poorer inhabitants of the 
Metropolis by technical instruction, secondary education, art 
education, evening lectures or otherwise, and generally to improve 
their physical, social and moral condition (Arrowsmith, 1966, p. 1)
By 1900, cour ses were well established in all tliree London polyteclinics. Most 
of these were part-time, and ranged fiom basic to degree-level studies. Battersea had 
six departments — Electrical Engineering and Physics; Chemistry; Women’s Studies 
(domestic science) and Arts; Music; Commercial Training; and Physical Education. 
The first cohort of students ranged from the ‘illiterate to the above average’ 
(Arrowsmith, 1966). The Polytechnic was not allowed to award any higher level 
qualifications as these were restricted to rmiversities. However, Battersea formed a 
partnership with the University of London which enabled them to progress students 
onto advanced courses which were validated by the University.
Over the following years, the college grew in student numbers and in course 
provision. The first cohort of students totalled 2406 and ‘115 classes in no less than 
64 different subjects were offered’ (Douglas, 1991). Following a significant slump 
during the First World War, the post-war intake numbered more than 4000, the 
highest so far in its history. After the initial post-war surge in recruitment, stirdent
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numbers settled down to between three and four thousand (Arrowsmith, 1966, p. 130). 
The end of the war saw the polytechnic develop another strong focus in ‘academic 
and industrial research’ (Arrowsmith, 1966, p. 57), particularly in the sciences. In 
1936, the non-technology and science courses were closed following a London 
County Council audit which considered that it was not viable to have two 
polytechnics offering Ar1s. These students were transferred to Chelsea, and 
Metallirrgy students at Chelsea were moved to Battersea, thus establishing Battersea 
as the science polytechnic for the region.
This was to prove a crucial decision two decades later when war was again 
declared. The science-based polytechnic was ideally placed to train servicemen and 
servicewomen, and to develop new technology (e.g. communications devices) in its 
laboratories. By the end of the Second World War, more than 5000 students had been 
trained in war-related courses.
After the war*, as a result of the 1944 Education Act, a tiaining system for ex- 
service men and women was introduced, similar to that used after the First World 
War. This again caused a rise in admissions at the Battersea Polytechnic, and led to 
the introduction of new courses because many trades (for example, sanitation 
inspectors) had been left severely understaffed due to the wai* effort. Battersea began 
to develop its research activity after a 1956 White Paper had shown that the UK was 
trailing significantly behind Russia in producing engineering and science graduates. 
This White Paper recommended that Battersea (and other polytechnics) should now 
concenti ate on advanced studies, and this led to a change in the str ucture of Battersea 
Polytechnic as all lower-level part-time work was transferred to other small local 
colleges. The name of the polytechnic was changed to reflect this shift in emphasis to
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advanced study and Battersea Polytechnic became Battersea College of Advanced 
Technology (CAT) in 1956.
Battersea College of Advanced Technology became almost exclusively a place 
of full-time study, and was possibly the most teclinologically advanced of the CATs 
as a result of its long-standing relationship with the University o f London (as the 
accrediting body). Its mission was to advance training and research in the sciences 
and engineering (Douglas, 1991).
It was also a pioneering institution pedagogically, developing new ‘thick- 
sandwich’ courses (two years of study, one year in industry and one final year of 
study) as pait of the Diploma in Technology. The emphasis on research continued 
unabated and, by 1959, postgraduate studies represented 13% of the college’s total 
workload. By the 1960s Battersea was offering subjects from diploma level to 
doctorates — albeit with degrees still being validated by the University of London. 
This arrangement ended (and with it, a long-standing relationship) when the 1966 
White Paper ‘A plan fo r  polytechnics and other colleges’ introduced the binary 
system of higher education to the UK.
As a result of the monumental changes in British higher education, Battersea 
Polytecluiic, with an initial mission to improve the moral, physical, and spiritual 
condition of life for the poor (Anowsmith, 1966, p. 1) became Battersea College of 
Advanced Technology in 1956, with a mission to train students for professional, 
engineering, and scientific roles (Douglas, 1991).
In 1966, having been awarded a royal charier, it became the University of 
Surrey. In 2001-02, the University of SiuTey had approximately 5000 full-time and 
2000 part-time imdergraduate students and approximately 3500 postgraduate students 
(University of Surrey, 2001, p. 52). It had become a predominantly research-
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Chapter 2: Methodological Approach
Section 1 
Precepts and theory
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This chapter describes the methodological basis on which the study was 
undertaken and is divided into two sections. In the first section the use of computer 
assisted qualitative data analysis software (CAQDAS), and the case study and content 
analysis techniques are explored. Having defined the overall approaches the second 
section examines the fundamental precepts of the research design and identifies its key 
theoretical underpinnings. In light of tins, the research methods are discussed, and the 
specific tools and techniques used are considered. The stages of the research process 
are discussed, with particular reference to sampling strategies and the steps taken to 
improve the research reliability and validity.
The chapter therefore follows the structure below:
Section I
Precepts and theory 
Overall structure 
Research questions 
The case study approach 
CAQDAS
What is CAQDAS?
Advantages of using CAQDAS 
Issues regarding the use of CAQDAS
Specific issues relating to CISAID and content analysis in this study 
Section II
The research design 
Pilot Study 
Triangulation 
Historical review 
Sampling
Inductive analysis (lexical analysis)
Deductive analysis (rating scale analysis)
Sampling: institutions and typologies 
Sampling documents for analysis 
Analytical methods for lexical analysis 
Reliability, validity, and limitations
General issues of reliability and validity 
Reliability and validity in the research design 
Summary
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Methodological Approach Section 1 
Precepts and theoi’y 
Overall structure
The overall research question is: ‘What can a CAQDAS analysis reveal about 
university textual identity?’
The research is split into two discrete parts. The first concerns a longitudinal 
analysis of the University of Surrey’s textual identity, and the second examines 
institutional textual identity, mission, and performance across the sector. Overall the 
research examines whether an institution’s identity changes over time, whether 
different institutions have different textual identities, how these identities relate to 
typologies and how consistent the textual identity is across different data sources. The 
following research questions were selected in order to address these issues.
Research questions
The following questions arise fiom the above. For the first part:
• 1(a) Can a CAQDAS analysis reveal changes in the University  ^of Surrey’s 
textual identity within the same text (its undergraduate prospectus) over time 
(between 1968 and 2000)?
And, if it can ...
9 1(b) What are these changes?
• 1(c) How are they characterised?
• 1(d) Are there any obvious reasons for these changes?
• 1(e) What do these changes signify?
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For the second, sector-wide aspect, the pertinent questions are:
# 2(a) Ar e there any observable differences or significant similarities between 
the textual identities of a selection of institutions?
# 2(b) How do the textual identities of the sample institutions compare with the 
textual identity of the University of Surrey?
# 2(c) Are there any differences or similarities between the textual identities of 
institutions within commonly used typological groupings of universities?
# 2(d) Into which typological grouping does the University of Surrey’s textual 
identity fit most closely?
# 2(e) Is there any observable relationship between an institution’s mission and 
performance and its textual identity?
# 2(f) Is it possible to identify/ differences between the textual identities 
presented in the different texts of a single institution (in particular, between 
marketing documents and formal funding council submissions); and if so, 
what could such differences signify?
An overall framework for addressing these above questions was necessaiy to 
structure the research process. A case study approach was adopted to provide this 
fr amework for the reasons described below.
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The case study approach
The Open University defines a case study as an examination of ‘a situation which 
exists, or a series of events which have taken place, in an organisation’ (Open 
University, 2001, p. 3). A publication for University of Sunderland students states: ‘a 
case study is a microcosm of the larger world we inhabit. It takes one problem, located 
at a particular point in space and time, and explores it’ (University of Sunderland, 
1998, p. 12).
A categorical definition of a ‘case study’ is seldom unchallenged in the field of 
educational research. As a single strategy, the case study can encompass both 
empiricism and holistic interpretation. Yin (1994), an acknowledged authority on the 
case study as a research tool, referred to the ambiguities of the approach when he 
suggested that the case study ‘is an inquiry that investigates a contemporary 
phenomenon within its real life context, especially when the boundaries between 
phenomenon and context are not clear’ (p. 13).
The case study approach was selected above other methods for this study 
primarily because it has proven useful when dealing with documentaiy evidence, such 
as the textual university material under investigation. The approach allows for ‘the 
tracing and study of relevant documents and records’ (Cohen and Manion, 1994, p. 
66). The same authors also suggest that the case study approach is particularly 
effective when the subject under examination is ‘the researcher’s place of work or 
another institution or organisation’ (p. 66).
Tins ability to examine data subjects in detail is one of the greatest benefits of the 
case study approach in this kind of project. It provides a ‘rich profile’ (Clegg et al. 
1990, p. 11) of a specific institution and gives indicators of trends and patterns
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occurring over time. The flexibility offered by the method (especially in its ability to 
accommodate multiple sources of evidence) also makes it ideally suited to the study of 
an institution as multifaceted as a university. For these reasons the case study approach 
has been chosen for tins research.
Within education, the term ‘case study’ generally refers to specific research
designs. It can be investigative, for example in Warren’s (1994) investigation into the
role ambiguity of the assistant headteacher position at Northside Academy, or it can be
descriptive, for example Slocombe’s (1994) account of redundancy. The present study
has used the flexible approach to the term as commonly found within business and
managerial literature, and as described in Hartley’s (1994, pp. 208-9) model:
Case study research consists of a detailed investigation often with 
data collected over a period of time, of one or more organisations or 
groups within organisations with a view to providing an analysis of 
the context and processes involved.
Witliin the case study approach many methods can be used. The following 
discussion explores the rationale behind the research methodology adopted for this 
study, beginning with an examination of computer-assisted qualitative data analysis 
software (CAQDAS) packages.
CAQDAS 
What is CAQDAS?
The acronym ‘CAQDAS’ is an umbrella term for a number of qualitative data analysis 
software packages. According to Bariy (1998, p. 1), there is a tendency within the 
research methodology literature to treat these packages as if they were ‘one unitary 
product’ when, in fact, there are differences among the various types of CAQDAS
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software. Fielding (1995), after Weitzman and Miles (1995), identified three main 
types of CAQDAS software.
The first are ‘text retrievers’. These are packages which recover data on the 
basis of key words. Some of these packages also contain more advanced content- 
analysis functions — such as displaying key words in context, and creating word lists 
and concordances. Examples of these text retrievers include ‘ZylNDEX’ and 
‘Metamorph’. A variant of this group was identified by Fielding (1995) as ‘textbase 
managers’ (e.g. ‘askSAM’), which ‘provide more in the way of organising, sorting and 
making subsets of your text systematically’. Fielding cited their particular strengths as 
creating subsets and retrieving various combinations of words, coded segments, or 
documents external to the data.
Fielding’s second group consists of the ‘code-and-retrieve’ packages. These 
possess the above functions, but also allow for thematic coding or ‘synaptic strategies’ 
— which are valuable when trigger words are absent. Essentially these packages 
search for expected words or themes, usually based around a thematic concordance — 
either user-determined or commercial (for example, the Harvard III psychosocial 
dictionary/). Fielding suggested that ‘even the weakest of these [CAQDAS] packages 
is a great deal more systematic and thorough’ than a manual analysis (1995, p. 2). He 
also argues that the theoretical basis which underpins the development of such 
packages is often more naturalistic than might first be assumed, since many are 
designed around a grounded theoi-y approach. Examples of these packages include 
CISAID and ETHNOGRAPH.
The third category of CAQDAS packages are generally referred to as ‘theory- 
building’. According to Fielding, theory/-building software is ‘concerned with the
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relationships between the categories themselves’ whereas the other two groups of 
packages are ‘concerned with relationships between categories and data’ (1995, p. 2). 
In addition to offering the same content analysis and code-and-retrieve functions, the 
theory-building group formulates ‘propositions or assertions that imply a conceptual 
structure’. This provides a more deductive method because the package relies upon ‘a 
system of rules ... based on formal logic’ (1995, p. 2). Examples of these packages 
include NUDIST and ATLAS-Ti.
Advantages of using CAQDAS
The use of CAQDAS is now ‘socially accepted among qualitative researchers’ (Lee 
and Esterhuizen, 2000, p. 232). Compared with manual methods of data analysis, 
computer-assisted data analysis is practical, reliable, and feasible. The computer can 
deal with multiple codes and overlapping segments, and can manage much larger 
quantities of data. Morison and Muir (1997) obseived that ‘computer software did 
indeed shift the balance of time spent on the mechanics of data handling per se and on 
data analysis ... by considerably speeding up the clerical tasks involved in searcliing for 
and retrieving data. It also added rigour to the verification process’ (p. 109).
Gerson (1984) and Tesch (1990) suggested that a computer offers a more 
thorough approach to qualitative data analysis, a claim which was tested by Fielding 
and Lee (1998). In their study, respondents discovered that using a computer 
prevented ‘glib summaries’ of the data. Coffey et al. (1996) reported a similar finding 
in that computer-based data management prevented the ‘will-do’ approach that is 
observable in manual coding — ‘the computer does not search the data file until it
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comes up with the first example that ‘will do’ to illustrate an argument, nor will it stop 
after it has found just one or a couple of apposite quotes or vignettes’ (p. 7).
Issues in the use of CAQDAS
As the use of CAQDAS has increased over the past decade (Morison and Moir, 1998), 
the software has attracted proponents and critics. In general, the criticisms relate to 
either practical research issues or epistemological issues.
A review of the literature reveals the following criticisms:
• that the researcher can be distanced from the data;
9 that the package can be used inappropriately; and
# that the use of CAQDAS creates convergence and homogeneity towards
grounded theory with a consequent loss of skill as a result of an over reliance
on computer analysis.
These arguments are discussed below.
The researcher distanced from the data
Weitzman and Miles (1995) reported fears (note, not findings) that researchers might 
be less likely to become involved and engaged with their data when using computer- 
based methods, as opposed to traditional manual methods. However, Weitzman (1999) 
also observed that ‘if you choose [the software] with this [distancing] consideration in 
mind, software can help rather than liinder work at staying close to the data’ (p. 13). 
Others have pointed out that manual methods are sometimes far from conducive to 
‘closeness’ and can lead to the researcher feeling ‘overwhelmed’ by masses of data 
(Barry, 1998; Lee and Esterhuizen, 2000).
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Essentially, the proponents of CAQDAS have agreed that closeness to the data is 
an issue about which qualitative researchers, whether adopting computer or manual 
methods, need to be aware. Barry (1998) has suggested that the critics of CAQDAS 
who do not acknowledge this ‘have often not used CAQDAS ... or have not worked 
with it very much’. In her 1995 study, Barry discovered that such fears ‘were 
reinforced by non-use’, suggesting that ‘once the same individuals started to use 
technology their negative perceptions are usually replaced by positive ones’ (p. 2). 
Indeed, many of the criticisms of CAQDAS relate to the quality of the researcher’s 
skill, rather than the technology itself.
Packages used inappropriately
As mentioned above this concern relates more to the skill and judgment of the 
researcher than to the technical capability of the software itself. As well as 
understanding what CAQDAS can do, it is essential that the researcher be aware of 
what it will not do. CAQDAS packages can not replace research skill and judgment. 
CAQDAS has been likened to a tool in a tool bag which is full of other research tools 
(Bariy/, 1998). The researcher must know which tool to use for a particular task. 
Generally, computer packages are used in conjunction with other tools, such as the 
contextual, historical analysis in this research design, in order to prevent 
oversimplification and context-shifting. Weitzman (1999, p. 15) expressed this in the 
following terms;
... software is no substitute for a methodological training. A 
disturbing number of papers and grant applications have begun to 
cite a QDA software package as their analytic method. Tliis is both 
absurd and misleading and it is dangerous. The choice of a software 
package in no way determines the analytic operations that will be 
carried out, the basis that will underlie decisions about coding, the
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rationale that will be employed for determining relationships among 
concepts, or the ways in which the resulting conclusions will be 
evaluated.
An emerging hegemony and research skill deficit
Some researchers, most notably Coffey et al. (1996), have suggested that the tendency 
of software developers to base their programmes upon elements of ‘grounded theory’ 
constitutes a drive towards methodological orthodoxy. Barry (1998, p. 3) has 
suggested that the basis of Coffey’s argument rests upon the premise that CAQDAS ‘is 
forcing researchers towards a single ideal type of data collection, analysis and storage’. 
However, Coffey et al. (1996, pp. 7-8) appear to consider the issue of coding the data 
to be the most significant element leading to hegemony explaining that:
... there is therefore a danger that researchers may be led implicitly 
towards the uncritical adoption of a particular set of strategies as a 
consequence of adopting computer-aided analysis. The emphasis on 
coding data is a central feature of this process of convergence.
In response to this argument, Lee and Fielding (1996) have suggested that, 
rather than producing an emerging orthodoxy (underpinned by grounded tlieoiy), 
CAQDAS presents an opportunity to overcome some of the practical and reliability 
issues inlierent in manual coding. They further explained that a skilled researcher 
would not allow his or her practice to be so determined, noting that respondents in 
their study showed ‘little hesitancy about abandoning programmes used in cases where 
software did not meet the analyst’s needs or where it was perceived to be at variance 
with the researcher’s epistemological presuppositions’ (p. 3).
As discussed above, the key determinant to research quality appears to be the 
researcher’s discernment. There is an underlying fear among some qualitative
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researchers that the use of computers might negatively influence the training and 
quality of researchers — that, in some ways, computer-based qualitative analysis 
represents an easy option or dumbing down the academe.
Barry (1998) has suggested that such fears (as opposed to findings) are generally 
voiced by those who are unfamiliar with the packages. In general, all of the packages 
require a substantial commitment from the researcher, both in terms of finance and in 
terms of attaining competence. Fielding and Lee (1998) have suggested that this initial 
time investment, rather than providing an easy option, often proves too costly for time- 
constrained researchers, and that they therefore abandon the tool in favour of manual 
methods. It is also debatable whether a meaningful analysis could be produced using 
such packages without the researcher being familiar with the underlying methodologies 
(Tesch, 1990).
This literature review of the application of CAQDAS suggests that it offers the 
researcher increased flexibility and the ability to process large quantities of data more 
accurately, as well as facilitating theory development. However, in terms of overall 
performance, it seems fair to conclude that CAQDAS is as good a tool as the 
researcher operating it.
Specific issues relating to CISAID and content analysis in this study
The code-a-text mtegt'ated system for the analysis o f interviews and dialogues 
(CISAID) is a code-based theory-builder (Weitzman, 1999). The programme 
incorporates code-and-retrieve functions, together with advanced content analysis and 
tools which support theory building. It allows for a grounded and naturalistic approach 
to data collection and coding, although these codes are applied using more positivistic
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analytic tools. The principal functions for coding data include lexical and thematic 
schemes. The naturalistic foundation draws upon concordance building fi'om the raw 
data, and other elements of advanced content analysis.
Definitions of content analysis vaiy. However, there is consensus in relation to 
the fact that, it essentially involves making generalisable inferences by objectively, 
systematically, and scientifically identifying specified characteristics of messages (Stone 
et al, 1966). In the words of Weber (1990, p. 9) ‘content analysis is a research method 
that uses a set of procedures to make valid inferences from text’.
Just as there is general consensus over the working definition of the method, 
there is also agreement over most of its requirements, strengths, and limitations. Holsti 
(1969) has obsei*ved that the requirements of objective research within the tradition of 
content analysis are generally manifested through the application of ‘explicitly 
formulated rules and procedures’ (p. 3). Therefore all data are generated and treated 
according to strict principles which ensure that the findings are not mere constructs of 
the analyst’s making. A particular strength of content analysis is that it provides the 
researcher with a non-confounding and ‘unobtrusive’ measure (Holsti, 1969, p. 19). 
Both Holsti (1969) and Weber (1990) have asserted that this reduces researcher bias 
and makes the data more reliable because the mles can be reapplied and tested. The 
final requirement for content analysis to be meaningful is that the findings of the 
analysis have to be generalisable to some extent within a given context. Content 
analysis data are commonly used within a more theoretical context (as in this study), 
and the interplay of the findings with this context gives the data (and inferences) their 
significance. Weber (1990) has suggested that, due to its context-dependent nature,
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‘there is no simple right way to do content analysis’. Rather, it should be guided by 
application of the principles outlined above, within a given context.
A review of the literature of content analysis indicates two areas of 
methodological limitation;
• that, in general, qualitative data are analysed quantitatively; and
# that the text can operate at different levels
These issues have, to a large extent, been addressed in the new generation of 
qualitative data analysis packages, as discussed below.
With respect to the problem of qualitative data being analysed quantitatively, one 
of the major drawbacks of the early content analysis packages was flattened and 
oversimplified data. The method was often criticised because it recognised only the 
frequency of words and did not include significant omissions, patterns of occurrence, 
and contextual variables. The assumption that frequency alone indicated significant 
meaning was understandably contested (see, for example, Kelly and Stone, 1975). 
CAQDAS software now incorporates functions which can: (i) display key words in 
context; (ii) look for patterns of words; (iii) search for missing or expected words; and 
(iv) be used to link the data with external variables. In essence, the new-generation 
packages combine quantitative and qualitative methods. For example, CISAID uses a 
grounded theory approach to concordance development, which is then used to identify 
themes or thematic clusters. Quantitative analyses can be performed on the data — for 
example, to show trends, to highlight patterns of word usage, and so on.
90
The second concern regarding early content analysis packages — that documents 
can operate on more than one level — is perhaps more relevant to the new generation 
of software than the first concern. These two levels are generally referred to as ‘latent’ 
content and ‘manifest’ content. Latent content refers to deep layers of meaning and 
‘reading between the lines’. This includes a consideration of the politics of the text, its 
origins, its authorship, and what it is not saying as much as what it is saying. Manifest 
content interprets the text at face value, seeing it ‘objectively’.
Neither of these approaches is unproblematic. Interpretation of latent content 
relies upon the researcher’s intuition, background, knowledge, and experience. It rests 
on implications and inferences that can not be confirmed by content analysis alone. 
Such analyses are therefore usually supported by triangulating data — for example, by 
contextual analysis. If  the findings are to be generalisable, manifest content is also 
difficult to interpret without some element of triangulation or contextual 
understanding. The very definition of manifest content assumes that the researcher can 
be truly objective — an assumption that has been contested by Woolgar (1980), 
among others. The most reliable approach, and therefore the one most frequently 
undertaken, is a combination of the analysis of both latent content and manifest 
content, within a veiy/ specific contextual framework.
Siimmaiy
The above discussion has highlighted some clear advantages in using CAQDAS, and 
has illustrated some of the issues involved when using documents as data. However, 
there are additional issues which should be noted before the research design itself is 
addressed.
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The first concerns the fact that documents are fixed sources and, as such, can be 
retested and revisited. Secondly, the researcher (if adhering to set mles) can not alter 
or influence what the document says, only how this is interpreted — unlike the 
confounding influence of an inteiwiewer on interview data (Potter and Wetherall, 1987, 
p. 162). In both these respects, data generated in this way can be seen as being more 
valuable than that collected by alternative methods. However, inteiwiew situations have 
an advantage in that any dissonance between manifest content and latent content can 
be explored because the researcher can test his or her assumptions with the 
respondent.
Mangan (1999) has suggested that the choice of document is an important factor 
in overcoming this limitation. According to Mangan, a purely manifest content analysis 
is unfeasible given the fact that there is always a cultural context and a danger ‘that the 
material has already been higlily edited and stmctured for purposes extraneous to the 
research project’ (p. 119). He has suggested that researchers undertaking manifest 
‘readings’ must consider ‘the aegis of the document’, and has noted that documents 
written for official purposes are more accessible than what he terms ‘grey’ literature — 
that is, micro-scale specialist material which relates to a limited audience.
Due to its versatility in documentary analysis, content analysis is often used in 
educational and sociological research. Advances in content analysis and CAQDAS 
have been made principally in the field of sociology, particularly in the sociology of 
health and illness in which the inherent sensitivity of the situation makes inteiviews 
more difficult (see Lee, (1993), on researching sensitive topics). Comparatively little 
content analysis has been conducted as a means of examining higher education, 
because researchers in tins field tend to prefer more qualitative, grounded theory and
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naturalistic enquiry (Cohen and Manion, 1994), The advent of CAQDAS has enabled 
large-scale naturalistic enquiry to be more readily undertaken in the field of higher 
education. Other papers and doctoral theses in this field have used content analysis 
techniques to describe institutional characteristics (Stearns and Borna, 1998; Conway 
et a l, 1995). However, these works are inherently subjective and have struggled to 
overcome the validity concerns discussed above (because they have relied solely on 
accounts of word frequency, as opposed to more detailed statistical analyses). 
Compared to these works, the use of the CISAID package in the present study has 
addressed many of the problems discussed above, and has allowed some of the tacit 
assumptions and propositions to be statistically triangulated.
The following section examines the validity, reliability, and limitations of the 
research design.
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Chapter 2: Methodological Approach
Section II 
The research design
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Methodology Section II 
The research design
Appendix C outlines the findings of preliminary focus group research conducted at the 
University of Surrey in 1999. The group (n=5) of university staff and students (aged 
between 20 and 55) were asked to discuss the role of universities and to identify' 
themes which for them, best described its function. The group identified the following 
four themes; (i) training for employment; (ii) teaching — transmitting knowledge; (iii) 
research; and (iv) what the group labelled ‘other/wider role’. The wider role included 
such remits as cultural input into the local community and economic strength to the 
region.
In place of the ‘traditional’ literature review, an historical review of the liigher 
education sector provided contextual background for this study and illustrated major 
changes in the puiposes of higher education over time (Figure 1^  shows the 
triangulation of method employed). In light of the pilot group findings it was 
hypothesised that it would be possible to identify a number of these aspects of the 
university role in the recorded history of higher education.
The following four facets were successfully identified in the literature: (i) 
transmitting Imowledge and developing cultured students; (ii) employment and 
training; (iii) research; and (iv) what has been labelled as a ‘wider duty to society’. The 
review also explored these purposes of higher education using pliilosophical and 
policy-based analyses and reviewed how the identity and purposes of higher education
' For the reader’s convenience and due to the complexity of a number of the illustrations all Figures referred to within this text can be 
found in Appendix A.
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institutions have changed and interrelated over time. This included a study of 
relationships between these specific shifts in university role and wider changes 
occurring in society. The review commenced with early higher education in the 
medieval period and extended to the post-Dearing conception of the university. The 
review showed that (i) knowledge and culture; (ii) training; (iii) research and; (iv) a 
wider duty to society, are observable as functions of the university throughout 
historical accounts from the earliest models of higher education. The contextual 
analysis has also demonstrated that certain influences have particularly affected the 
higher education sector over time (i.e. the State, the economy, competition and input 
from industiy). The use of CAQDAS in the case study of the University of Suney and 
the cross-sector analysis which follows, was intended to uncover whether these 
changes are also identifiable thi ough university textual material.
Sampling
For the purposes of the longitudinal study of the University of Surrey’s textual 
identity, prospectuses were chosen for examination. These represented a consistent 
and reliable source of documentation (see above discussion on documentation as data, 
in particular Mangan, 1999). In addition, the prospectus was also the most widely 
consulted and available publication and, therefore, arguably one of the most commonly 
perceived textual identities of the institution (although it should be noted that it is still 
an artificial construct because the documents primary role is marketing).
A pilot study was conducted to vei%  that the quantity of data would be 
manageable and that the sources would be productive. Tliis pilot study involved a 
small sample of prospectuses published by the University of Surrey at four-year
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intervals. The method involved manual counting of words, as opposed to computer- 
assisted counting, and data generated from this pilot phase can be found in Appendix 
C(ii). The individual years selected for examination were chosen on the basis of 
consistency of format. The 1968 edition of the prospectus was the earliest which was 
printed in a format that could be compared with subsequent years. To maximise 
reliability, only ‘common’ sections of the prospectuses were used — that is, 
information which was department-specific or course-specific was excluded (see Table 
1 below). However these excluded sections did offer additional insight into the 
priorities of the university at that time, and these data were gathered fiom a ‘close- 
reading’ qualitative analysis of the prospectuses. Reference is made to these data as 
appropriate in this study — insofar as they relate to the inductive and deductive 
quantitative analysis. It should also be noted (especially when comparing prospectus 
data with contextual and historical data) that the year of entiy to which the prospectus 
refers is a future date. Prospectuses are published on average between nine months and 
about one year in advance of the potential applicant’s entiy date. For example the 
2001/2002 prospectus will have been written in the 2000/2001 academic year. Table 1 
below identifies the sampling strategy.
Table 1: The sampling strategy app led to University of Surrey prospectuses
Prospectus section 1968 1972 1976 1980 1984 1988 1992 1996 2000
V-C welcome y y y y y y y y Y
Student Union welcome Y
Why Surrey? y y y y Y
Locale & figures y y y y y y y y Y
Student profile y y
International students y y
Accommodation y y y y y y y y y
Student support- e.g. welfare 
and health y y y y y y y y y
Social - student clubs y y y y y y y y y
Sport y y y y y y y y y
Arts and music y y y y y y y y y
Research y y y y
Study advice & services 
e.g. personal tutors, skills 
development and including 
‘undergraduate courses’ 
introduction y y y y y y y y
Other facilities - e.g. library, 
bookshop and computing y y y y y y y y y
Careers y y y y y y y y
Professional training y y y y y y y
Awards offered y y
Access y y y
Part-time students y y
Quality & standards y
Associated institutions y
Centre for adult education y y y
Industrial Liaison y y y y y
Audio Visual Services y y y y
Educational Liaison y y y
Institute of industrial 
environmental education s s s
Conservation Science Group s s s
Wolfson Institute s s s
Institute for educational 
technology s s s
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Once the quantity of data had been decided, the selection of the research tool 
was undertaken. Computer-aided analysis was preferable, given the fact that a 
substantial amount of data would be analysed The CAQDAS packages considered to
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be most suited for the purpose were CISAID, ATLAS-ti, and ETHNOGRAPH. Of 
these, CISAID also offered the benefit of being able to compare numerous sets of data 
concurrently (Cartwright, 2000). For this reason it was selected for the study.
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Inductive analysis (lexical analysis)
A grounded-theory approach was used to generate a concordance of all the words 
used in the documents (aS opposed to deductive methodology which would have 
imposed an external concordance upon the data). The following step — the allocation 
of words into specific ‘thematic clusters’ — was a more deductive process. Figures 2 
and 3 show sample screens from the CISAID package. After the concordance had been 
generated, by combining eveiy/ relevant section from all of the selected prospectuses 
into a single document, it was indexed and an ‘exclusion list’ (to remove small and 
inconsequential words such as ‘and’, ‘the’, ‘a’, ‘as’, and so on) was applied to the 
data.
Analyses were then undertaken using chi-square, to identify particular words 
which appeared to have statistically significant usage in each individual prospectus 
document (word-count analysis). Then, using the historical review, significant words 
arising in the prospectus documents were allocated into thematic clusters which 
represented the four facets of higher education purpose or mission — knowledge and 
culture, employment and training, research, and a wider duty to society. Tliis coding 
frame was then checked for validity using Weber’s (1990) stratified model (pages 108 
to 111 refer).
This method was flexible and it allowed the inclusion of additional of relevant 
word clusters as identified during the chi-square analysis. As a result two new facets 
were added — namely ‘welfare’ and the ‘success discourse’. The occurrences of these 
six clusters was then plotted and compared over time, seeking to identify relationships 
and trends within the wider context.
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Deductive analysis (rating scale analysis)
The deductive analysis involved coding segments of data according to their general 
thematic content. This provided a ‘feel’ for the way in which the text was written, and 
allowed sections of data or text to be coded even if they did not contain specific 
‘trigger words’. This work was undertaken primarily to triangulate the lexical analysis.
The data were examined for any statistically significant occurrences of ‘themes’ 
and the occurrence of these themes over time was plotted to obsei*ve trends. The 
results of the rating-scale analysis and the word-count analysis were then compared. It 
was expected that the results would be reasonably similar. The plotted charts setting 
out the overall results were then set in context by including information developments 
over time with trends in the wider view in terms of: (i) policy; (ii) politics; (iii) 
economy; and (iv) internal changes.
Once the lexical and rating-scale analyses of the University of Surrey prospectus 
had been conducted, the following question was asked:
Having discovered that CAQDAS can identify longitudinal trends in textual 
identity within a single institution, is it also possible to use it to identify trends within 
and across the higher education sector? In particular;
• 2(a) Are there any observable differences or significant similarities between 
the textual identities of a selection of institutions (based on a purposive 
sample)?
♦ 2(b) How do the textual identities of the sample institutions compare with the 
textual identity of the University of Sun ey?
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• 2(c) Are there any differences or similarities between the textual identities of 
institutions within commonly used typological groupings of universities?
• 2(d) Into which typological grouping does the University of Surrey’s textual 
identity fit most closely?
• 2(e) Is there any observable relationship between an institution’s mission and 
performance and its textual identity?
• 2(f) Is it possible to identify differences between the textual identities 
presented in the different texts of a single institution (in particular, between 
marketing documents and formal Funding Council submissions) and if so, 
what could such differences signify?
Sampling: institutions and typologies
The sampling strategy for the second research question rested heavily on recent 
attempts to structure the higher education sector into usefiil typologies. Such 
typologies usually operate by grouping institutions by behaviour or chronology of 
establishment (Tight, 1996), and some have attempted to amalgamate these two 
methods (Knight, 1999). Samples of these groupings fi om within such typologies were 
selected. The groupings that referred primarily to behaviour included: (i) the 1994 
Group (a group of diverse institutions, chronologically, which have identified research 
as a core aspect of their purpose); (ii) the Russell Group (generally regarded as the 
research-elite universities); and (iii) the ‘ORM-Redbrick’ and the ‘ORM-Élite’.
The ‘ORM’ groupings of institutions are based upon the work of Ormerod 
(1999) who suggested that some universities were behaving outside their traditional 
groupings. His findings were at odds with the traditional typologies because he used
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additional data sets, such as entry standards. His conclusions were that there existed 
two essential groups of universities, which he referred to as ‘Group One’ (winch 
includes his élite and ‘Redbrick’ universities) and ‘Group Two’ (which he called ‘new’, 
despite the fact that there are ‘older’ institutions within it). Unlike others, for example, 
Knight (1999) and Tight (2000), Ormerod did not subdivide the élite cluster to identify 
a ‘super élite’ group of universities.
The other typology groupings that were selected used the chronolog^f of 
establishment of member institutions as a basis for classification. The ‘Ancients’ 
referred to Oxford and Cambridge (although some typologies also include Durham and 
the early colleges in London). The term ‘Redbrick’ (after Tniscott, 1943) referred to 
the group of universities founded in the Victorian era, generally in industrial cities (for 
example, Manchester, Liverpool, Birmingham).
The ‘Civic’ universities (several of which also appear in some typologies in the 
‘Redbrick’ cluster) in this study refer to the institutions that were formed after 1880 
and before the Robbins Report in 1963 (for example, Exeter, Leicester, Reading).
The ‘ex-CATs’, as the name suggests, refer to institutions wliich were once 
designated as colleges of advanced technology (for example, Aston, Salford, Surrey). 
At about the same time as the colleges of advanced technology became universities, 
the sector was expanded by the creation of a number of ‘Plateglass’ universities — 
named after their physical appearance (York, East Anglia, Essex, Kent, Lancaster, 
Sussex, and Warwick). Finally, in 1992, after the abolition of the binary line between 
polytechnics and universities, a number of institutions gained university status (for 
example, Portsmouth, Teesside), and are referred to in this study as ‘post-1992 
universities’ (although they are often referred to in other studies as, simply, ‘new’).
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Belonging to a type suggests the meeting of a set of common criteria — usually 
based on clii'onology, size, or (more recently) mission. Typologies are widely used to 
discuss groups of universities and to benchmark standards. One of the outcomes of this 
study is to examine how closely the sampled institutions (and especially the University 
of Surrey) fit within the groupings in which they are usually placed. Recently, 
behavioural typological groups (in particular the Russell Group) have been linked to 
the development of a ‘premier league’ (Tight, 2000) which, according to some 
commentators, could reintroduce the binary line to English higher education. The 
present study examines the textual identity of some Russell Group institutions and 
compares the performance of Surrey against them, using certain performance criteria. 
The study examines the factors allowing ‘access’ into the élite groups (for example 
age, performance, size, and so on). The study also examines how institutions are 
perceived by students, as measured by the ratio of applications received for places 
available — to examine whether performance or other factors (such as tradition) affect 
popularity. The study also considers how Surrey performs within the 1994 Group, and 
these analyses are timely in light of the review of higher education undertaken by the 
Higher Education Funding Council for England (HEFCE) exploring models of 
separating research, training, and other functions (Newby, 2001). The hypothesis is 
that mission and funding could be more closely linked, and that this would have an 
impact on institutions with ambiguous missions, or those that do not fit neatly into the 
certain categories.
On the basis of (a) chronological; (b) behavioural; and (c) geographical 
considerations, a purposive sample of 10% of non-specialist English institutions (that 
is, not including colleges of art, education, medicine, pharmacy, and so on) was
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selected. Table 2 (below) identifies the typology group into which each of the sampled 
institutions fitted.
Typology Bath Bristol Cambridge Exeter Kings N. London Nottingham Surrey Teesside Wanviclc
Russell
Group Y Y Y Y y
Ex-CATs Y y
Civic V y
ORM-EUte Y y y
1994
Group V Y y y
Ancient Y
Plnteglnss y
ORM-
Rcdbrick Y y» V y y
Redbrick Y s/ y
post-1992
HEIs Y y
In the context of the resources available to the researcher it was not possible to 
expand the sample beyond 10% of the population. The data generated within this study 
are not therefore generalisable to the sector as a whole, although they do reveal a great 
deal about the sampled institutions and offer insights into the characteristics of aspects 
of the typological groups. However this limitation was not considered to be 
problematic as the primary aim of the research was to utilise the CAQDAS tool in a 
hitherto unexplored area.
The historical review identified themes (or facets of university fimction) that one 
might have expected to find in the textual analysis. Part of the contextual background 
and fi amework for the study also involved a comparison of performance indicator data 
against the distribution of the clusters (themes or facets) across the sample. In light of 
Newby’s points (2001), the following measures of performance were chosen: (i) the 
research assessment exercise; (ii) teaching-quality assessments; (iii) the percentage of
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students studying at university from low-participation neighbourhoods, (McNair, 
2001). The low participation neighbourhood (LPN) was an indicator used by HEFCE 
during the time of this study but to be replaced in the future); and (iv) the graduate 
first-destination suivey data.
Sampling documents for analysis
Three types of documents were analysed in this section: (i) 2001/2 undergraduate 
prospectuses (which the pilot study had already indicated would produce rich data); 
(ii) 1995 and 2002 mission statements (as submitted to HEFCE, and as available to the 
public); and (iii) the whole of the first HEFCE institutional profile document requested 
from institutions in 1995 (which were included, in part, to provide a context for the 
mission statements).
Recent research (Utley, 2001) has suggested that the undergraduate prospectus 
is the most widely available printed source of university publicity material and has a 
large influence on the decision-making of potential students. The same sampling 
principle was applied to these documents as was applied to the Surrey prospectus — 
that only ‘generic’ information sections were included to aid comparability. As with the 
Surrey analysis, these generic sections varied in length among institutions and analyses 
were therefore based on percentages o f thematic distribution.
In the 1990s there were a number of studies concerning mission in higher 
education. Tliis reflected a rising interest in mission analysis in business studies, and
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also reflected government pressure (after 1985) for higher education institutions to 
become more ‘corporate’. These studies included Watson’s (1996) paper on diversity 
within higher education, and Earwaker’s (1991) study of UK polytechnics. There was 
also a combined further education and higher education commentary, edited by Peeke 
(1994). However, there is little more recent work regarding the post-Dearing era.
With the exception of a study by Davies and Glaister (1996), most work in this 
area has tended to be restricted to schools and further education or to business 
perspectives on mission statements (Rigby, 1998; McRae, 1997). There have been 
numerous studies of private-sector organisations and schools, but higher education has 
seldom been systematically studied in this way, especially by typological groups. This 
might be due to the ‘blandness’ of public-sector mission statements (Davies, 1995; 
Davies and Glaister, 1996; Richman and Wright, 1990). However, the heightened 
recent emphasis within the sector on ‘mission’, and the possible future link of mission 
to ‘streams’ of funding, justified the inclusion of higher education mission statements 
in this study.
A short explanation of what constitutes a mission statement (for the purposes of 
this study) follows, together with a discussion of why such a data source was deemed 
applicable for a CAQDAS analysis.
Because ‘mission’ is generally perceived to be a corporate strategy, and because 
its use has been transferred fiom the private sector to the public sector, an 
understanding of the term ‘mission’ requires the resources of management and 
business literature. However, it could be argued that the concept of ‘mission’ in the 
educational sector predates the modern corporate use of the term. Traditional school 
or university mottoes can be understood as a type of mission statement. Examples
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include Eton College’s Floreat Etona (‘May Eton Flourish’), Rydes School’s Uf 
Prosim (‘That I May Seiwe’) and the University of Sheffield’s Disce doce (Learn and 
Teach). Because the phrase ‘mission statement’ could be said to include such general 
exhortations, a more precise understanding of the term was required for the purposes 
o f the present study.
There are two generally acknowledged theoretical approaches to analysis of 
mission statements. The first comes from the management tradition, after the work of 
Dmcker (1973). The second approach is more utilitarian, and belongs more 
comfortably within the field of marketing. Essential differences between these two 
approaches concern the intended audience of the mission statement. The first approach 
is concerned with motivating staff and generating cohesion in the workplace, whereas 
the second approach is concerned with the image portrayed to an outside audience 
(such as customers). This study is more concerned with the second approach, dealing 
as it does, with documents designed for external audiences.
Kotler’s work (1985, 2000) is generally regarded as a key resource in 
understanding the generation and analysis of educational mission statements. He has 
suggested that a mission statement is comprised of discrete parts — (i) the histoiy of 
the institution; (ii) the preferences of the current management team; (iii) the market 
forces; (iv) the available resources; and (v) the particular strengths or specialities of the 
institution.
Essentially, in Kotler’s model, a mission statement is used to sum up what the 
institution has done, why it has done it, how it will develop, and why this makes it 
unique. For the purposes of this study, for a document to be classified as a ‘mission 
statement’, these factors all had to be present. This allowed mission statements to be
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sepai'ated from mottoes, which are more concerned with a ‘maxim adopted as a role of 
conduct’ (Oxford English Dictionary, 1981), and from company ‘visions’, which 
contain only future aims and objectives (Kinnel and Macdougal, 1997),
Two mission statements were analysed for each of the sampled institutions. The 
first was submitted to HEFCE in 1995. For many institutions, this was the first time 
that they had formally articulated their mission and it therefore constituted a 
significant document. Because the guidelines to all institutions were the same, this 
document was, perhaps, a more reliable glimpse of mission as communicated through 
‘identity’. The second mission statement analysed was the statement in use in 2002. 
Unlike the 1995 statements, these did not follow any pro-forma, and varied 
considerably in length. This variability in length was an additional reason for analyses 
in this work being based on thematic percentages, rather than on counts of word 
fr equency. In some cases (for example, the University of Surrey) these documents had 
been written in consultation with external agencies. In other cases, some institutions 
(for example, Exeter) had not displayed a recent mission statement to the public. As 
mentioned above, the HEFCE profile was included to provide context to the study, 
and to compare the differences between how the universities described themselves to 
the funding coimcil as opposed to their presentation to potential undergraduate 
students.
Analytical methods for lexical analysis of the cross-sector study
Using the grounded-theory approach, a concordance was developed (based on the 
prospectus sections from all o f the selected institutions), an appropriate exclusion list 
was applied, and statistically significant thematic clusters were identified. The
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prospectus of each institution was then examined, and a word-count analysis was 
undertaken (in the same way as for Surrey’s prospectus).
The results for individual institutions were then compared with the results for 
the other institutions, and these were compared with Surrey’s results to identify the 
variance against the Surrey ‘baseline’. A scoring system was devised for each 
institution identifying variance from the Surrey baseline for each of the originally 
chosen themes (related to the purposes of higher education) and for the additional 
themes (as identified from the chi-squar e analysis of the documents).
The scores were then added together to derive an overall institutional and 
typological score which identified the total variance from the Surrey baseline. The 
same analysis was performed on mission statements from 1995 and 2002 to observe 
trends over time. A similar* analysis was also undertaken using the institutional 
profiles (which included the mission statements) as submitted to HEFCE by each 
institution
Reliability, validity and limitations: General issues of reliability and validity
There are several potential challenges to an historical approach, and to the use of 
documentary evidence. These include interpretation, validity, and representativeness. 
Because historical research attempts to construct an overview of the context in which 
the data were produced, generalisation and over-simplification of the data is possible. 
However, Cohen and Manion (1994, p. 45) have stated that the ‘difficulty of obtaining 
adequate data makes historical research one of the most taxing kinds of enquiry to 
conduct satisfactorily’. However, these authors have also suggested that the additional
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rigour required of the researcher in these circumstances can actually ensure a more 
valid end product.
Potential criticisms of the approach adopted in the present study include:
(i) generalisations made from the text; (ii) the choice of text itself; (iii) a lack of
authentic documentation; and (iv) a lack of accurate analysis,
A common error in using macro documents is over-simplification — an
example, when considering the University of Surrey data, would be a failure to 
recognise complex scenarios when using simple word-count analysis. In such a case, 
in the absence of supporting theories and evidence, any conclusions would be little 
more than conjecture —  because the text was created within a specific context and 
should be treated as such in constiucting an accurate profile. For these reasons, the 
present study utilised an historical review and a context-rich analysis. These provided 
the researcher with a suitably informed backdrop, thus allowing tlie emergence of a 
fresh perspective from the analysis of the documents.
Weber (1990) also warned that content analysis methods (word coimts and the 
like) can also lead to interpretation errors. In particulai*, he noted the common failure 
of researchers to interpret words and expressions in the context of the period in which 
they were originally used. CISAID overcomes this problem by using hypertext to 
enable the researcher to view words in their original context, thus reducing the risk of 
misinterpretation.
Another major challenge faced by researchers is contextual bias. There exists a 
clear danger of superimposing modern theories of education on historical material, 
thus ‘projecting current battles backwaids onto a historical background which leads to 
distortion and second description in a vacuum, failing to illustmte the relationship of
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the educational system to the structure of society’ (Weber, 1990, p. 54). This was 
particularly relevant for this research. However, the potential for confounding the data 
in this way was limited in this study by testing the deductive processes in the research 
using Weber’s validity model.
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Reliability and validity in the research design
During the reseaich design process, certain measures were included at each stage to 
increase reliability and validity. Weber’s (1990) validity model was chosen as the 
basis for these measures
According to Weber (1990), valid inferences from text require valid coding 
procedures —  in the sense of these being accurate and consistent. Because different 
researchers might not necessarily code the same university textual data in the same 
way, Weber’s (1990, pp. 19-20) stmtified model of validity was used in the present 
study.
In Weber’s terminology, the ‘weakest’ form of validity is known as ‘face 
validity’. Face validity occurs when the researcher classifies the data and subsequently 
chooses a theory from which inferences aie diawn. It ‘makes sense’, but has not been 
tested in any way. Testing was ensuied in this research by validating any findings or 
any approaches taken with existing theories. For example, the influence of increased 
competition on the sector was explained using supporting theoretical and data 
evidence.
Again using Weber’s terminology, ‘construct validity’ occurs when research is 
compared to another study that has some ‘other measure of the same construct’. 
Constiuct validity, which is preferable to face validity, entails the ‘generalisability of 
the construct across measures of methods’ (p. 19). Thioughout this research, aichive 
and contemporary works were used to triangulate findings and to support the 
empirical data. For example Salter and Tapper’s (1994) discursive study of the
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changing relationship between higher education and the State was used to inform 
some of the quantitative findings.
Weber’s third form of validity, ‘hypothesis validity’, is concerned with theories. 
This refers to whether the findings of research bear witness to existing theoretical 
knowledge —  for example, whether the findings can be explained using a theoretical 
stance. Throughout the present study, any new hypotheses or ideas are explored in the 
context of existing theoretical stances and protocols. See, for example, the discussion 
on mission convergence.
Finally, Weber concluded his model with ‘predictive and semantic validity’ — 
the ‘extent to which it forecasts events or conditions external to the study [which] are 
shown to conespond to actual or past events’. According to Weber, this is a powerful 
but raie phenomenon within content analysis. Conversely, semantic validity is a 
common form of ti'iangulation in many research designs, and was also utilised here.
As Weber (1990, p. 21) noted:
Semantic validity exists when persons familiar with the language 
and texts examine lists of words or other units, placed in the same 
category and agree that these words have similar meanings or 
connotations.
As Weber himself observed, this seems very ‘obvious’ and is certainly a 
prerequisite for higher degiee research. However, it still warrants inclusion in the 
validity model due to the peculiar and potentially subjective nature of coding 
documentary data. In this study semantic validity forms a ‘safety check’ which is 
especially relevant when single words have been the recording unit, or when 
computers have been used in the coding process.
Throughout the resear ch process the knowledge expertise group through which 
the findings and coding were validated consisted of a sample of academic staff
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members from the School of Educational Studies at the University of Surrey who 
were identified by the Head of the School as having expertise in higher education. The 
response rate was 50% (n = 10). Appendix D details the validity measures, which 
included control coding to check the respondents response. For instance, the 
Appendix shows that a number of control words were used in the coding validity 
exercise — that is, words were included under more than one category and some 
words were (purposefully) ill-fittingly placed. The majority of these controls were 
conectly highlighted by all the respondents, who also concurred with the revised 
allocation of the word into the cluster. This confirmed reliability of the coding design 
and coding practice.
Such additional built-in validity checks give this research more solidity than 
projects which have used only content analysis as a basis for their data analysis —  for 
example, that of Stearns and Borna (1998). In addition, their work relied on word- 
frequency counts —  unlike this study which also notes omissions o f key words and 
uses chi-square to measure statistical significance. This study is also more 
generalisable than the doctoral works of Miandehi (1997) and Chatterton (1998) who 
each examined the behaviour of only a single institution (Manchester and Bristol 
respectively). It also is more generalisable than Dineen’s (1998) thesis because the 
present study examined a cross-section based, in part, on chronology as well as 
behaviour.
This work has some obvious limitations although these are common to the 
methodology employed, and have been minimised as previously discussed. An 
additional limitation is that institutional textual identity is not a well-defined area of 
study, although it is being developed within the disciplines of management studies
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and sociology. It is generally considered alongside concepts of vision, purpose, and 
mission, as in this study. As such, given the requirements of business today, 
institutional textual identity has become increasingly valuable to commerce and 
management consultancy (Drohan, 1999). However, by attempting to understand 
university textual identity and its relationship with institutional image, this work has 
gone some way towards developing a higher education perspective in this field.
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Table 3 Validity measures built into the research design (after Weber, 1990)
Validity measure_________________Was ensured in this research design by ...__________________________
Face validity having intuitive assertions or inferences triangulated by others recognised
as having knowledge or experience o f the field
Construct validity measuring findings or claims against existing research, to see if  there are
similarities within the same construct
Hypothesis validity supporting new evidence using existing theoretical stances and protocols
Predictive and semantic validity having pilot and actual thematic clusters triangulated by others
___________________ (recognised as having knowledge or experience of the field) ________
Summary
This chapter has outlined that a case study examination of textual identity in a single 
institutions over time (SuiTey) and in a sample of higher education institutions is the 
overall approach adopted in this research.
The tool that has been selected, CISAID, a CAQDAS package, was chosen 
because of its ability to handle large qualities of data, compare documents (raw data) 
concurrently and allow the researcher to remain close to the original context in which 
the cluster words can be found. In addition to this computer-based analysis the 
historical and contextual investigation provided in the historical chapter is used to 
infoim and tiiangulate the findings.
In order to answer the overall research question ‘What can a CAQDAS 
analysis reveal about university textual identity?’ and the sub-questions (listed below) 
the following analyses were undertaken:
Resear ch questions for the longitudinal study
• 1(a) Can a CAQDAS analysis reveal changes in the University of Surrey’s 
textual identity within the same text (its undergraduate prospectus) over time 
(between 1968 and 2000)?
And, if  it can ...
• 1(b) What are these changes?
• 1 (c) How are they characterised?
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# 1 (d) Are there any obvious reasons for these changes?
• 1(e) What do these changes signify?
Analyses to address research questions for the longitudinal study
• An examination of the occurrences of the ‘employment’; knowledge and 
culture’, ‘reseaidi’, ‘wider duty to society’, ‘welfare’ and ‘success 
discourse’ themes in Suney undergiaduate prospectuses from 1968 to 
2000, compared with historical and contextual data.
Reseai'ch questions for the comparative study
2(a) Are there any obsei'vable differences or significant similaiities between 
the textual identities of a selection of institutions?
2(b) How do the textual identities of the sample institutions compaie with the 
textual identity of the University of Surrey?
2(c) Are there any differences or similarities between the textual identities of 
institutions within commonly used typological groupings o f universities?
2(d) Into which typological grouping does the University of Surrey’s textual 
identity fit most closely?
2(e) Is there any observable relationship between an institution’s mission and 
performance and its textual identity?
2(f) Is it possible to identify differences between the textual identities 
presented in the different texts of a single institution (in paiticular, between 
mai'keting documents and formal funding council submissions); and if so, 
what could such differences signify?
Analyses to address the research questions in the comparative study
• The occurrences of the ‘employment’, knowledge and culture’, ‘research’, 
‘wider duty to society’, ‘welfare’ and ‘success discouise’ themes in a sample 
of higher education institution’s public documents.
• The differences in the distiibution of the ‘employment’, knowledge and 
culture’, ‘research’, ‘wider duty to society’, ‘welfare’ and ‘success discourse’
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themes in a sample of higher education institution’s public documents 
compared with the Smrey data (by institution and by typology).
• A comparison of the performance indicator profiles of the sample group of 
higher education institutions (by institution and by typology and compaied 
with Suirey).
• A comparison of the distribution of word group clusters with performance 
indicator data across he sample group (including Surrey) to ascertain if 
performance affects textual identity.
• An analysis of mission statements and HEFCE profile of the sample group 
analysis, to ascertain whether universities present different identities to 
different audiences (by institution and by typology and compared to Surrey).
• A detailed examination of each of the ‘word gioup clusters’ as they appear in 
the undergraduate prospectus, mission statements and HEFCE profiles of the 
sample group compared with a relevant performance indicator and ordered by 
institution and typological group.
• Finally, the ‘closeness of fit’ o f Suirey within typological groups is examined. 
The variance from the Suirey profile in a number of previous analyses is 
concatenated and an overall profile developed. The results will show with 
which typological group Surrey’s textual identity is most closely aligned.
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These analyses will address the overall research question: ‘What can a 
CAQDAS analysis reveal about university textual identity?’ and the sub-questions 
as listed above. The performance of the CAQDAS tool will be measured by: 
(i) what it is able to reveal; (ii) what it can not reveal; and (iii) the efficacy of the 
tool. These are important findings from a methodological perspective and are 
assessed in the summary of the performance of CAQDAS which can be found 
within the results section.
Chapter 3 
Results
Section I; A longitudinal analysis of the University of Suirey;
Section II; An analysis of the 2002 prospectuses from a sample of higher
education institutions, presented by institution and by typological 
grouping;
Section III: An analysis of performance-indicator scores across institutions 
and typological gioupings;
Section IV: An analysis of other forms of textual identity (mission statements 
and HEFCE profiles);
Section V: An overall analysis o f the distiibution of thematic clusters (for
example research or employment);
Section VI: A comparison of the overall University of Surrey textual identity 
profile with tlie other higher education institutions; and
Section VII: A summaiy of the performance of CAQDAS and of overall 
results.
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Chapter 3; Results 
Section I
A longitudinal analysis of the University of Surrey
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Section I: A longitudinal analysis of the University of Surrey 
Introduction
This section of the chapter presents the results of a longitudinal study of the textual 
identity of the University of Surrey based on a contextual history and lexical analysis 
of undergraduate prospectuses fi'om 1968 to 2000. The analysis of the historical 
development of higher education (see ‘historical review’ chapter) identified foin key 
facets of university behavioui* —(i) knowledge and culture; (ii) employment 
outcomes; (iii) research; and (iv) a wider duty to society. As described in earlier 
chapters, it was hypothesised that the relative prominence given to each of these facets 
in the undergraduate prospectuses would reflect the institutional identity of the 
university.
Analysis of the case study material therefore commenced with an examination 
of the relative prominence of these themes within the undergraduate prospectuses 
produced between 1968 and 2000. However, as also described in earlier chapters, the 
hypothesis extended beyond the immediate, internal institutional context as it was felt 
that it would be appropriate to investigate the ways in which university identity (as 
described by the interplay between the four themes) was shaped and influenced by the 
external environment, and in particular' by government, industry, and the international 
context. The analysis of the textual material therefore also included plotting the 
distribution of the four' themes, alongside two new themes which emerged during the 
statistical analysis — '‘welfare' and the '"success discourse\ These data were plotted 
over time and against a background of significant policy and other developments 
affecting the sector. The preceding methodological chapter provides an explanation of
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the rationale for choosing these particular contextual issues. Figures 4 and 5* address 
the following research questions:
• 1 (a) Can a CAQDAS analysis reveal changes in the University of Surrey’s 
textual identity (as evidenced in undergraduate prospectuses) over time 
(1968-2000)? And, assuming it could, the sub-questions below followed;
• 1 (b) What are these changes?
• 1(c) How are they characterised?
• 1(d) Are there any obvious reasons for these changes?
• 1(e) What do these changes signify?*
• (N.B. Research question 1(f) regarding the significance of the results is 
addressed in further detail within the ‘inferences and conclusions’ chapter)
Figure 4 was produced using techniques of lexical analysis which involved 
plotting the occurrence of pre-specified clusters within text, A chi-square test, to 
determine whether differences in word frequency occurred with a probability greater 
than chance was then undertaken. From these data it was possible to isolate particular 
words of statistical significance (see p. 126). Figure 4 plots the percentages of each 
cluster’s prominence as noted across the sample of prospectuses (here after also 
refeiTed to as ‘themes’ or ‘focuses’ and indicated by italicised text).
Figure 5 was created using the technique of rating scale analysis which involved 
coding whole paragraphs in the same sample prospectuses into themes (as opposed to 
highlighting the occurrence of specific ‘trigger’ words, as for the lexical analysis). The 
paragraphs were coded according to a user-created, categorical scale called a ‘rating 
scale’. CIS AID used this scale to perform a frequency count which identified the
’ For tlie reader’s convenience and due to the complexity of a number of the illustrations all Figures referred to within this thesis 
can be found in Appendix A.
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occurrence of each item within the categorical scale to produce the data in Figure 5. 
The main purpose of this exercise was triangulation —  to confirm the validity of the 
results of the computer-operated lexical analysis (Figure 4) by checking the findings 
o f automatic coding of individual words produced the same outcomes as manual 
coding of each paragraph. The data in Figure 5 show that the lexical analysis and the 
rating scale analyses were similar in many respects.
The Figures show that a positive relationship existed between employment 
(number of words identified as belonging to the employment word-group cluster) and 
the unemployment figuies provided from 1970-2000 by the Office for National 
Statistics (ONS). The employment cluster also showed the greatest variance, peaking 
in 1992 at a level which represented an increase of 180% from the starting figure in 
1968. As the employment cluster increased in prominence over time, it appears that 
there was a proportional drop in the use of words concerning knowledge. The major 
increases in the use of the employment/graduate employability cluster came at times 
of national and university change. A paiticularly good example is the dissolution of 
the binaiy system led to far gieater competition in the recruitment of students. Suir ey 
appears to have reacted to this situation by ‘pushing’ its strengths to the forefront of 
the undergraduate prospectus in an endeavour to attract students. Surrey can therefore 
be seen to have been trading on its reputation for high graduate employability — a 
reputation which had been established alongside the national trend of increased 
graduate unemployment firom the late 1980s onwards.
It is also possible to track changes in the data alongside periods of recession. In 
particular, it can be seen that the university changed the focus of its undergiaduate 
prospectus duiing the recession in 1970s and 1980s by increasing the prominence of
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the knowledge-xQlàitô. cluster. However, from 1986 onwai'ds, it was the employment 
cluster which increased substantially during periods of economic recession.
The use of the welfare cluster peaked in three places — 1968, 1984, and 1996. 
The early peak correlates with a time when the ONS data showed relatively high 
national unemployment. It is possible that the increase in the emphasis given to 
welfare was an endeavour to reassure potential applicants of the availability of 
increased support in a climate o f economic instability. This might have been a 
response to the relatively high cost of living in Guildford (although it should be 
remembered that student poverty was not a commonly discussed issue in higher 
education at that time). After 1984, the rises in the welfare cluster might also have 
been linked to the implementation of government initiatives, in particular to what 
have come to be known as the government’s ‘widening access’ policies (see for 
example, the 1987 White Paper entitled '"Higher Education: Meeting the Challenge').
The rise in the relative prominence given to the knowledge cluster from 1972 (to 
the peak of 1976) could have coincided with the changing status of ex-CATs, of 
which Suirey is a representative example. It is possible that, as the ‘Plateglass’ 
universities established themselves, Surrey and the other ex-CATs felt a need to 
emphasise their academic focus in addition to their already recognised successful 
training functions. (However, it is important to note that assertions regarding ex-CATs 
other than Surrey are not supported by the data currently under consideration.) It 
should also be noted that, in 1970, the Dainton Report was published, and this called 
for balance within higher education institutions between the science and arts 
disciplines. Because the knowledge cluster contained words that also relate to ‘culture’ 
(Chapter 2 refers) this could go some way towards explaining the 1972 rise.
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The figures regarding the use of words concerned with the w/cfer duty o f the 
university show the least variation over the time period examined, with a range of 
only 0.28%.
The use of the research cluster peaked in 1992, and this appears to coincide 
with Surrey having been awarded the highest RSE, Research Selectivity Exercise 
(now known as RAE, Research Assessment Exercise), score of all the ex-CATs in 
1989. By 1992, it was cleai' that research-based universities were able to attract 
significant funding. Other rises in the research focus of the undergraduate prospectus 
can be linked to policy investigations —  for example, the rise in 1972 followed the 
findings of Lord Rothschild (who studied the Research Councils’ relationships with 
universities and polytechnics and recommended that the bulk of research be 
undertaken within universities). The 1976 drop in the research cluster might be linked 
to the financial constraints on the sector, as tliese might have forced a refocusing on 
core business and existing strengths. This was later to become known as the ‘blueprint 
principle’ (Douglas, 1991) —  that is, a decommissioning of non-viable activity by 
universities in an attempt to save money in light of unprecedented cuts in fimding, in 
Surrey’s prospectus the emphasis shifted towards employment outcomes of university 
study at the expense of research.
The lexical analysis has shown that the core focuses of the University of 
SuiTey’s undergraduate prospectuses over time have been employment and knowledge. 
These two major thematic clusters appear to have an opposing relationship, with one 
seemingly giving precedence to the other as external variables apply pressures in 
various ways. The other themes represent a relatively small proportion of the 
prospectus. However, the peaks and troughs in the use of these less prominent word
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groups have revealed interesting interactions between extraneous variables and themes 
of the prospectuses.
The lexical analysis has also suggested that the content of the prospectus at the 
University of Surrey is affected far more by variables external to the university than 
by those known to have been internal to it, from the available histories (for example, a 
change of leadership at vice-chancellor level). Most notable of these external 
influences are economic forces such as unemployment. Variables of a wider, 
international nature (such as war) do not seem to have had any observable effect upon 
the wording of the prospectuses. Although international conflicts during this period 
were much smaller in scale than the two world wars, it is perhaps smprising that there 
was a total lack of reference to them in the prospectuses under consideration, given 
the immense impact that previous wars had on university function (see the ‘historical 
review’ chapter).
Government and policy appear to be strongly linked to large-scale shifts in the 
themes of the undergraduate prospectus. For example, near general elections, plans for 
revolutionaiy changes to the sector aie often put forwai'd. This pattern can be seen in 
the Education Reform Act of 1988, the end of tlie binary system in 1992, and the fact 
that from 1996 onwards the higher education sector experienced formal 
implementation of the policies of ‘widening paiticipation’ and the introduction of 
undergraduate tuition fees. The impact of these initiatives can be clearly traced in the 
text of the prospectuses studied.
It should be noted that changes in the University’s actual activity and focus have 
not been measured in this analysis. Rather, only changes in the choice of words in the 
prospectuses have been considered. Although this might be indicative of a wider 
change in the university as a whole, the two are not necessarily contiguous. The
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prospectus can be seen as a ‘mirror’ which reflects a university’s current thinking on 
an issue, and which perhaps indicates the position it would like to be seen to take. 
However, it can not be a ‘window’ through which all the inner workings of the 
institution become entirely cleai'.
In generating the base data for Figures 4 and 5 an overarching ‘concordance’ 
was produced and statistically analysed. This concordance contained all the words 
used in all the prospectuses between 1966 and 2000. This data set was then examined 
to provide a further level of depth to the analysis depicted in Figures 4 and 5. It was 
also used to identify statistically significant individual words —  that is, significant 
because of high or low occurrence.
Statistically significant word-usage in undergraduate prospectuses of the 
University of Surrey, 1968-2000
Table 4 details the statistical significance of the use of particulai* words in the 
undergraduate prospectuses of the University of Surrey between 1968 and 2000. As 
noted above, the occurrence of individual words was measured following generation 
of a concordance of all the words used in the prospectus. A chi-square analysis was 
then undertaken to identify the statistical significance in the occuirence of individual 
words. The following words were of particular interest:
Table 4: Words of interest from University of Surrey prospectuses, 1968-2000
W o r d O c c u r r e n c e c h i p r o b
E n terp rise 1 9 9 2  o n ly 2 2 .2 5 0 .0 1
T ra in in g 1 9 9 6  peak ; 1 9 8 0  lo w e s t 1 9 .5 2 0 .0 1
C areer 1 9 9 2  peak ; 1 9 7 6  lo w e s t 2 2 .4 0 0 .0 1
E m p lo y m e n t 1 9 9 2  p eak ; 1 9 6 8  an d  1 9 7 2  lo w e s t 2 4 .0 5 0 .0 1
C o m m er ce 1 9 9 6  peak ; 1 9 6 8 ,1 9 7 2 ,  1 9 9 2 , an d  1 9 8 8  lo w e s t 1 6 .5 2 0 .0 5
E m p lo y e r 1 9 9 2  p eak ; 1 9 6 8 , 1 9 7 2 , 1 9 7 6 , 1 9 8 0  lo w e s t 1 8 .1 8 0 .0 5
S k ills 2 0 0 0  peak; 1 9 6 8 ,1 9 7 2 ,1 9 7 6 ,  1 9 8 0  lo w e s t 5 4 ,7 3 0 .0 0 1
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The following interactions with external variables were identified.
In 2000 the increase in the occuiTence of the word ‘skills’ may be associated 
with the 1996 publication of the Dearing Report which had this theme as a key focus 
(NCIHE, 1997).
In the 1996 prospectus the increased significance of the word ‘training’ might 
well have been related to the recommendations in the 1994 White Paper on Science 
and Technology. The use of the word ‘commerce’ in the same year could have been a 
function of the publication of the White Paper entitled 'Helping businesses to win
In 1988, the Enterprise in Higher Education initiative (EHE) was launched, and 
this could explain why the word ‘enterprise’ appeared in the undergraduate prospectus 
for the first and only time in 1992,
The words ‘career’, ‘employment’, and ‘employer’ all featmed significantly in 
1992. As noted in the preceding discussion of the lexical analysis results, recession 
tends to increase unemployment (including that of gr aduates) and this might have led 
to changes in the use o f the employment-VQ\BXQà cluster of words in the prospectus. 
The peak in 1992 might also have been due to the influence of the White Paper, 
"Education and Training fo r  the 21st Century', which was published in 1991.
Ascertaining the meanings behind the use of individual words in a document is 
problematic in that it leads to more tenuous conclusions than might be arrived at had 
whole themes been examined. However, this lexical analysis has illustrated the way in 
which policies might have influenced the drafting of public documents by institutions.
A further example is the publication of the Dearing Report and the subsequent use of 
the word ‘skills’, which had rarely been previously included in a prospectus.
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Section I has addressed research questions 1(a) to 1(e). It has demonstrated 
that CAQDAS can identify changes in a university’s textual identity over time. The 
contextual analysis, by way of the historical review, provided additional depth to this 
examination and the results suggest there are a number of external factors which 
influence the prioritisation given at any one time to the aspects of the higher education 
role thereby influencing its textual identity. These external factors are the State, 
economy, industry and competition. Having discovered that CAQDAS can reveal 
changes in a single institution over time, the second aspect of the investigation 
involved further testing of the tool by examining a sample of higher education 
institutions. Section II of this chapter explores the textual identities (as identified fi-om 
undergraduate prospectuses for the 2001/2002 year of entry) of a cross-sector sample 
of universities and compares these results with the University of Suney profile.
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Chapter 3: Results
Section II
A lexical analysis of a 
sample of 2002 prospectuses
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Section II; A lexical analysis of a sample of 2002 prospectuses
A key focus of this research was a comparative analysis of the University of Suney 
material with a sample of other English higher education institutions. The rationale for 
this was twofold. The comparative analysis was carried out:
• first, to validate the hypothesis that the facets of institutional behaviour 
identified during the historical review were features common to higher 
education institutions; and
• secondly, to ascertain whether it was possible to differentiate between 
institutions on the basis of the relative prominence of the facets within their 
public documents —  that is, whether novel performance and behavioural 
classifications of institutions could be developed based on what universities 
say about themselves.
As a corollary to the above, it was hoped that this analysis might assist in 
measuring the extent of ‘identity convergence’ among institutions. This was relevant 
in the context of recent concerns about ‘mission convergence’ across the sector — 
concerns which arose as a result of a culture of performance indicators which 
encourages all institutions to compete in similar aieas (Newby, 2001; Curran, 2000).
Specifically, this section and the evidence provided in Figures 6-10 addiess the 
following research questions:
• 2(a) Aie there any observable differences or significant similarities between 
the textual identities of a selection of institutions (based on a puiposive 
sample of the undergraduate prospectuses of higher education institutions
fr om 2001/2002 yeai' of entry)?
Î32
• 2(b) How do the textual identities of the sample group of institutions 
compaie with that of the University of Sinrey?
Statistically significant word usage in the sample group of higher education 
institution undergraduate prospectuses 2002
Table 5 identifies the statistical significance of paiticular words which were used in 
this sample (10% of non-specialist English higher education institutions) of 
undergraduate prospectuses from 2002. To generate the figures, a concordance of all 
of the words used in all of the prospectuses was generated using the CISAID software. 
This comprehensive list was then analysed using a chi-square test to illuminate 
particulai* words, the occurrence of which was statistically significant. The results aie 
summarised in the table below which identifies the institutions which used the 
statistically significant words, and the extent of their use.
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W o r d D is t r ib u t io n c h i p r o b
P r o fe ss io n a l SuiT ey 1 8 3 .1 9 0
S p o n so rsh ip B r is to l, K in g s , Sun*ey, W a rw ick  o n ly 4 7 .5 5 0
W o rk p la ce N o rtli L o n d o n , S u n e y , W a rw ick 2 9 .6 5 0
E n terp rise B a th , B r is to l o n ly 2 1 .1 9 0 .0 5
E x c e lle n c e Sm-rey h ig h est;  
B r is to l lo w e s t
3 5 .5 9 0
E n co u ra g e d B a th  h ig h est;
C a m b rid g e , N o r th  L o n d o n , S u n e y  lo w e s t
3 0 .8 5 0
F le x ib le N o rth  L o n d o n  h ig h e st 2 6 .4 0 0 .01
E d u ca tio n a l B r is to l, C a m b rid g e  h ig h est;  
T e e ss id e , W ai"wick lo w e s t
8 8 .7 2 0
W elfa re K in g s  h ig h est;
C am b rid g e , T e e s s id e  lo w e s t
4 0 .2 2 0
S ch o la rsh ip T e e s s id e  h ig h e st
B r is to l, C a m b rid g e , N o rth  L o n d o n , S u rrey  lo w e s t
3 8 .9 6 0
L earn in g B a th  h ig h e st
C am b rid g e , T e e s s id e , W a rw ick  lo w e s t
3 2 .8 9 0
T e a c h in g N o ttin g h a m  h ig h est;  
T e e s s id e  lo w e s t
3 1 .6 7 0
É lite S m r e y  h ig h est;  
O thers a ll lo w
2 5 .4 3 0 .0 1
C ulture B a th , N o ttin g h a m  h ig h est;  
O thers a ll lo w
2 0 .0 8 0 .0 5
R esea rch N o ttin g h a m  h ig h est;  
N o rth  L o n d o n  lo w e s t
5 1 .5 3 0
P ap ers C a m b rid g e  h ig h e st  
O th ers a ll  lo w
3 2 .0 3 0
Jou rn als N o rth  L o n d o n  h ig h est;  
O thers a ll lo w
16.91 0.1
S u p p ort B a th  h ig h est;  
W a rw ick  lo w e s t
6 4 .6 8 0
D isa b le d B r is to l h ig h est;
T e e ss id e , W a w ic k ,  K in g s  lo w e s t
4 9 .1 0 0
D y s le x ic S u n e y  h ig h est;  
O thers a ll lo w
1 9 .9 6 0 .0 5
S o c ie ty K in g s  h ig h est;
B r is to l, N o rth  L o n d o n , Surrey , T e e s s id e  lo w e s t
3 3 .2 6 0
C o m m u n ity N o ttin g h a m  h ig h est;  
N o r th  L o n d o n  lo w e s t
3 1 .4 0 0
P r in c ip le s K in g s  h ig h est;
O thers (e x c e p t  U n iv e r s ity  o f  S u rrey) a ll  lo w
2 4 .1 9 0 .0 1
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A number of observations can be made about the data. The usage of the word 
‘professional’ by the University of Surrey is disproportionately high due to the 
extensive use of the phrase ‘professional training year’ to describe the industrial 
training placement undertaken by the majority of undergiaduate students (this 
aberration is discussed in the review of CAQDAS on page 181), The significant 
occuiTence of the word ‘flexible’, in the North London prospectus, could be related to 
the high number of ‘non-traditionaT students in attendance there. A close examination 
of the soui'ce material reveals that the use of the word ‘scholaiship’ at Teesside 
appears to refer primarily to the availability of financial support rather than relating to 
the application of scholaiiy aptitude. Having identified the individual words of 
particular' statistical significance across the sample, an analysis was undertaken 
(witliin the same sample) of the relative prominence o f the word-gi'oup clusters, which 
represented the original four facets of university behaviour and the two additional 
themes relating to welfare and the success discourse. The puipose of the analysis was 
the same as for the previous investigation.
Comparing the distribution of word-group clusters
Figure 6 shows the distribution of word-group clusters within 2002 prospectuses 
across the sample gr oup of higher education institutions. In particular, it identifies the 
priority given to each word group by each institution. To obtain this information 
word-count and cluster searches were undertaken, and a percentage score was derived 
for thematic cluster usage for each institution. In addition. Figure 6 includes 
performance data fi'om the Higher Education Funding Council for England (HEFCE) 
as presented in ‘league tables’ to ascertain whether any coiTelation exists between 
textual identity and performance indicator data. (For further details see Appendix B.)
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Table 6; A summary of Figure 6
Variable Highest Lowest
Employment
Knowledge
Research
Welfare
Wider duty
Success
F D S /G D S
Q A A
R A E
L P N
S u iT e y
K in g s
N o ttin g h a m
B a th
K in g s
Surrey
W a rw ick
C am b rid ge
C a m b rid g e
T e e s s id e , N o r th  L o n d o n
C am b rid ge
T e e s s id e
W a rw ick
N o rth  L o n d o n
B r is to l, N o rth  L o n d o n
E x e ter
T e e s s id e
T e e ss id e , N o rth  L o n d o n  
T e e s s id e , N o rth  L o n d o n  
B a th , W a iw ic k
N o te :  F D S /G D S  =  grad u ate  fir st-d estm a tio n  su rv ey ; Q A A  =  tea ch in g -q u a lity  a sse ssm e n t; R A E  =  
resea rch  a sse ssm e n t e x e r c ise ;  L P N  =  lo w -p a r tic ip a tio n  n e ig h b o u r h o o d
Teesside and North London had obvious differences in their utilisation of all 
clusters. The University of Surrey gave greatest focus to the employment cluster, even 
after the occurrences of ‘professional training year’ had been accounted for. It should 
be noted that 2002 was a significant year in that it was the first year after a change in 
the method of data collection for the graduate first-destination survey. The effect of 
the change was to ‘level the playing field’ by introducing variables which took 
account of subject mix and other local influences. Facing this potential threat to its 
good graduate employability record, Sim'ey appear s to have prioritised its strengths in 
this area within its undergraduate prospectus. In general, the profiles of Bath, 
War wick, and Kings were very similar*. In all institutions, the wider duty and research 
clusters were given a low priority, whereas employment and knowledge were the two 
most dominant themes. Welfare was a relatively strong theme, especially among the 
ex-CATs. The University of Surrey used more words fi*om what has been termed the 
success discourse (that is, strongly motivational and/or sales and marketing words) 
than all other institutions.
Overall, knowledge took second place to employment in about half the 
institutions. Those that prioritised knowledge were Nottingham, North London,
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Exeter, Cambridge, and Kings (the last by a very small margin). No obvious 
relationship was found to exist between welfare and low-participation neighbourhood 
(LPN) scores, and the relatively low use of the welfare cluster was unexpected 
(especially given North London’s higher proportion of students from low-participation 
neighbourhoods).
Having plotted the word-group cluster scores for the sampled institutions, the 
data for each institution were compared with the word-group cluster profile for the 
University of Surrey (the original case study) to identify the position of Surrey relative 
to other higher education institutions. This was expected to provide interesting data 
regarding the higher education institutions which had a public discourse most similar 
to Surrey. It was also expected to lend weight to the assertion that it would be possible 
to classify universities according to this methodology.
Variation between the sample group of higher education institutions and the 
University of Surrey
Figures 7 and 8 show the extent to which each of the institutions within the sample 
varied from the University of Surrey. Figure 7 shows the total variation between the 
institutions’ prospectuses and the University of Surrey’s prospectus. Figme 8 shows 
the differentiation between positive or negative variance fr om the University of Surrey 
profile. For both of these Figures, the data were initially derived in the same way as 
for Figure 6; each institution’s statistical profile was then compared with the 
University of Suney profile to highlight the main differences.
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Table 7; A summary of Figure 7
Cluster Least like the 
University of Surrey
Most like the 
University of Surrey
Employment
Knowledge
Research
Wider duty
Success
discotirse
E x e ter , N o rth  L o n d o n , N o ttin g h a m , W a rw ick , B ath , K in g s , B r is to l, C am b rid g e , T e e s s id e  
T e e ss id e , W a m ic k , K in g s , C am b rid g e , N o r th  L o n d o n , B r is to l, B a th , N o ttin g h a m , E x e ter  
N o ttin g h a m , B r is to l, Warwick, Exeter, Kings, Cambridge, N o r th  L o n d o n , Teesside, Bath 
B r is to l, N o ttin g h a m , T e e s s id e , B a th , W ai-w ick , N o rth  L o n d o n , K in g s , C am b rid ge , E x e te r  
E x e ter , N o rth  L o n d o n , B r is to l, B a th , T e e ss id e , W ai-w ick , C am b rid g e , K in g s , N o ttin g h a m
Table 8 is a summary of Figure 8 —  that is, universities scoring higher or lower 
than Suirey in certain themes:
Table 8: A summary of Figure 8 
University Greater focus than University of Surrey given to clusters
K in g s Knowledge, Wider duty, Research
B a th Welfare, Wider duty, Research
B r is to l Research
N o ttin g h a m Research
C a m b rid g e Research
E x e te r Wider duty
T e e s s id e Research
The relatively high focus on the employment theme in Teesside’s undergraduate 
prospectus might have been a function of the fact that 41% of its students come from 
low-participation neighbourhoods (LPNs), a significant proportion of which aie also 
from local areas which suffer high unemployment. The relatively high focus on the 
research theme at Teesside was surprising and a closer analysis revealed that this 
reflected an ‘aspirationaP discourse (that is, the discussion of future vision) rather 
than reporting cuiTent practice.
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N o . o f  H E I s C lu s t e r S im ila r i t y  w ith  S u r r e y
8/9 K n o w le d g e > U n iv e r s ity  o f  S u n  e y
6/9 R esea rch > U n iv e r s ity  o f  Surrey
3/9 W id e r  d u ty > U n iv e r s ity  o f  S u ir e y
9/9 Success and Braployinent < University of Surrey
It has been noted above that the University of Surrey has an acknowledged 
reputation for high graduate employability. It is therefore not surprising that this was 
reflected in its prospectus which is the institution’s most macro-marketing tool to 
potential undergraduates. However, the reasons for North London scoring so highly on 
knowledge are unclear without a better knowledge of the institution. It might be that it 
has decided to forego research in favour of specialising in teaching, and the focus on 
the knowledge cluster could reflect this. Indeed a close reading of the document 
appears to substantiate this, as there is little research-YQldXQd material present.
Ranked differences from University of Surrey 2002 prospectus themes
Figure 9 shows the result of a comparison o f the overall difference in themes in the 
institutions’ prospectuses from that of the University of Surrey (by word-gr oup cluster 
use) across the 2002 sample. The data for Figure 9 were generated in the same way as 
the ‘total’ figures which were calculated for Figure 7 (although for Figure 9 these 
were ordered by percentage).
In summary, the priority given to the various previously identified word-group 
clusters in the undergraduate prospectus by the University of Bath was the most 
similar to that chosen by the University of Surrey.
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Exeter University had the least similar word use and cluster distribution. This 
continuum of difference from the Surrey profile was listed hierar chically (starling with 
the closest match), as shown in Table 10.
Table 10; A summary of Figure 9
F it  w ith  U n iv e r s i ty  o f  S u r r e y  p r o f i le I n s t i tu t io n
C lo s e s t 1. B a th
4 2 . B r is to l
3 . K in g si 4 . T e e s s id e
5 . C a m b rid g e
i 6 . N o rth  L o n d o n
7 . N o ttin g h a m
i 8. W a iw ic k
L e a s t  c lo s e 9 . E x e te r
It was not unexpected that Bath had a similar profile to that o f the University of 
Surrey. It was more surprising however, to note that Teesside was placed in a 
relatively high position on the list. This might be due to the focus given in the 
Teesside document to the research and employment themes (as previously discussed).
The variation from University of Surrey 2002 by typological group
The data in Figme 10 addresses the following research questions:
• 2(c) Are there any differences or similarities among the textual identities of 
institutions within commonly used typological groupings of universities?
• 2(d) Into which typological grouping does the University of Surrey’s textual 
identity most closely fit (based on 2001/02 undergr aduate prospectuses)?
Figure 10 shows the variation from Surrey’s profile (in 2002 rmdergraduate 
prospectuses) arranged by typological group, rather than by individual institution. The 
rationale behind the creation of these typological categories (and their utilisation in 
this research) was discussed in the methodology chapter. To create this Figure, the 
data relating to the difference from the University of Surrey profile (Figures 7 and 8)
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were combined for the institutions within each typological category to generate a 
mean score. This was then compared with the University of Surrey to identify into 
which typological grouping Suney’s undergraduate prospectus profile fitted most 
closely. A summary of the results is given below:
Table 11: A summaiy of Figure 10
F it  w it h  U n iv e r s i ty  o f  S u r r e y  p r o f i le S a m p le  G r o u p
C lo s e s t 1. e x -C A T s
2 . O R M -É lite
4 3 . ‘R e d b r ic k ’
4 . O R M -R ed b r ick
4 5 . R u ss e ll  G roup
6 . ‘C iv ic s ’
4 7 . p o s t - 1 9 9 2  grou p
8. A n c ie n t
4 9 . 1 9 9 4  G roup
L e a s t  c lo s e 10 . ‘P la te g la s s ’
The data show that the University of Surrey undergraduate prospectus was most 
similar to the prospectuses sampled of the ex-CATs, and least like the prospectuses of 
the ‘Plateglass’ universities. The similarity between the prospectuses of Surrey and the 
sampled ex-CATs was not surprising, given their similar historical origins. It was, 
however, interesting to find that Suirey was closer to the Russell Group sample than 
to those examined from the 1994 Group. This result might have occurred because the 
University of Suney aspires to membership of the Russell Group and the prospectus 
might therefore have mimicked the style used by sampled Russell Group institutions 
to raise Suney’s standing above the other 1994 Group universities. The figures from 
the success discourse, which clearly identifies aspirational discourse, support this 
assertion.
This section has presented the results o f an examination of a cross-sector sample 
of higher education institutions. It has addressed research questions 2(a) to 2(d) which 
concerned a comparative study to validate the hypothesis, that aspects of higher
141
education function; (i) knowledge and culture; (ii) training; (iii) research; and (iv) 
wider duty to society, were common to other institutions. In addition, the comparative 
analysis differentiated between institutions, observing the relative prioritisation given 
to the various aspects of university role within the textual identity. This analysis has 
therefore shown that CAQDAS could not only reveal that the same aspects of 
university function exist across the sample but could also identify specific variations 
in textual identity between these institutions.
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Chapter 3: Results 
Section III
An analysis of performance-indicator scores across 
institutions and typological groupings
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Section III: An analysis of performance-indicator scores across 
institutions and typological groupings
Having examined in detail the textual profiles and identities of the sampled higher 
education institutions, including the University of Surrey, it became clear that there 
would be value in undertaking a complementary, parallel examination of the actual 
performance of these institutions to investigate the interaction between performance 
and the universities’ espoused identities, thus addressing the following research 
question:
• 2(e) Is there any observable relationship between an institution’s mission and 
performance and its textual identity?
A comparison of performance indicators by higher education institution
Figure 11 compares the performance-related scores in a number of common Teague 
table’ assessments of university achievement across the sample institutions. Figure 12 
compares the difference in each institution’s scores with the University of Surrey 
profile.
Figure 8 (discussed above) was obtained by plotting scores for each of the 
sample institutions within: (i) the research assessment exercise (RAE); (ii) the 
teaching-quality assessment (QAA); (iii) the graduate first-destination survey 
(FDS/GDS); and (iv) the percentage of students from low-participation 
neighbourhoods (LPN). Each institution’s difference from the University of Surrey 
scores are shown in Figure 12 separately, to clarify this aspect. Both of these Figures 
ar e discussed below.
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The institutions which varied the most in terms of the Teague table’ assessment 
scores were North London and Teesside. In fact, these institutions scored lower in all 
of the variables (except LPN) than all the other institutions. Of all the variables, the 
LPN scores displayed the greatest variation between institutions.
A comparison of league table performance against the Surrey baseline
Figure 12 compares each sample institution’s score for each of the variables against 
Surrey’s scores, and it is interesting that only three institutions —  North London, 
Teesside, mid Cambridge —  show any significant degree of var iance fi*om the SurTey 
baseline: These interrelationships are discussed in later Figures.
It is also important to note that those institutions which scored well in respect of 
the teaching-quality assessment also appear to have scored highly in respect of 
research quality. Conversely, there seems to have been a lower score reflected in all 
the FDS/GDS, QAA, and RAE scores in those institutions which scored highly in the 
low-participation neighbourhood results (LPN). An article published in the Times 
Higher Education Supplement (2002) suggested this is a finding that has been 
observed elsewhere, hinting that it might indicate a causal relationship. However, this 
is a contested argument which is further discussed in the ‘inferences and conclusions’ 
chapter.
Performance-indicator results displayed by typological group
Figure 13 shows the same performance data but ordered by typological group, Figme 
14 shows the difference between the average scores within each typological group 
with the University of Surrey profile —  to identify which of the typological categories 
is most closely aligned with Surrey’s performance scores.
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Figure 13 highlights variations within the sample between the different 
typological gioups. The gieatest variation occurs within the post-1992 sample group, 
although the ex-CAT sample have higher LPN scores than most other groups.
Performance-indicator data plotted to show variance from University of Surrey 
scores
Figure 14 shows that, in terms of the performance-indicator data, Surrey again fitted 
most closely with the ex-CATs, and was least like the post-1992 sample group. A 
more detailed lexical analysis of these var iables is developed around the discussion of 
later Figures and in the ‘inferences and conclusions’ chapter.
An analysis of thematic distributions by typological group
Figure 15 displays the priority which is given to each word-group cluster within the 
typological groupings set against performance related data. In each case, the solid bars 
relate to the performance score and the striped column of the same colour displays the 
score for the relevant thematic cluster. This chart was compiled by adding individual 
scores for institutions within each typological group and generating a mean score for 
each category.
With the exception of the research cluster there does not appear to be a strong 
relationship between the performance scores and the usage of the relevant word-group 
cluster within the undergraduate prospectus. However, it should be noted that the 
research focus was lower in the prospectuses of the two universities which are the 
least active in this area (Teesside and North London). Wider duty scores (expressed as 
a percentage of text devoted to this theme within the prospectuses sampled) among all 
the typological groups varied considerably. This was anticipated in light of similarly 
varied numbers of students from low-participation neighborhoods who are attracted
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to different institutions. Although the ex-CAT sample had the greatest percentage of 
text in the prospectus devoted to the wider duty, it was the post-1992 sample gioup 
which actually recruited the most students from low-participation neighbourhoods, 
thus identifying the breadth of issues covered within this cluster (that is, the cluster 
clearly related to more than simply widening participation). There also appears to have 
been no discernible relationship between the average QAA score of a typological 
group and the use of the knowledge cluster within the prospectus. Despite the fact that 
most o f the sample typological groups had very similar FDS/GDS scores (except the 
sample of post-1992 group of imiversities), there is significant variation in the priority 
given to this theme within the prospectuses. It should also be noted that the ‘Ancient’ 
universities gave least priority to graduate employment in the undergraduate 
prospectus. This might be because this gioup did not feel a need to market their 
institutions as intensively in this respect as did the newer universities. This concurs 
with Kotler’s (1985, 2000) ‘marketing hypothesis’ which is discussed in greater detail 
in the following chapter.
A further point of interest (although not statistically significant) was the fact that 
there was apparently an inverse relationship between high LPN and low FDS/GDS, 
RAE, and QAA scores within these data. This feature is particularly relevant today 
with the newly announced ‘funding by mission’ ideology being publicly considered by 
HEFCE. Again, this issue is developed further in the next chapter.
Section III has examined the interaction between the performance indicator data 
and missions of universities. A CAQDAS analysis was able to reveal priorities in the 
textual identity (as presented in the mission statements) and compare this with 
measur es of institutional performance. The purpose of this analysis was to ascertain if 
performance significantly affected mission statement content. The CAQDAS findings
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further support the argument that the changing prominence of the various aspects of 
the higher education role affects textual identity — as the distributions o f the clusters 
in the mission statements revealed very different textual identities. This discovery of 
different textual identities being presented by the same institution, is not tautologous, 
as it reveals a further area of enquiry — what aspects of textual identity are prioritised 
to whom and why?
The following section (Section IV) builds on this enquiry by comparing 
undergraduate prospectuses, mission statements and HEFCE profiles, in an attempt to 
further assess what a CAQDAS analysis can reveal about university textual identity.
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Section IV: An analysis of mission statements and HEFCE profiles
As discussed (in the methodological chapter), in order to extend the breadth of the 
analysis, it was decided that a similar series of examinations to those described above 
should be undertaken on other types of institutional documentation. Figures 16 to 18  ^
show an analysis of different types of textual identity — the mission statement and the 
HEFCE profile. It was anticipated that such an examination would provide helpful 
insights into the construction of university textual identity, and especially the ways in 
which the drafting of the text is affected by institutions’ perceptions of the 
requirements of the intended audience.
In this context, HEFCE’s requirement for submission of institutional mission 
statements in 1995, and a subsequent request for institutional profiles in the same 
year, provided a readily accessible and standardised set of documentation which had 
been developed for a very different readership. Rather than being marketing material 
prepared for potential undergraduate students, the mission statements represented 
formal reporting on proposed university behaviour, and the profiles represented 
documentation on actual university behaviour.
This analysis addressed the following research question:
• 2(f) Is it possible to identify differences presented in the different texts of a 
single institution (in particular, between marketing documents and formal 
funding council submissions); and, if  so, what could such differences 
signify?
 ^For the reader’s convenience and due to the complexity o f a number o f tlie illustrations all Figures referred to within this text 
can be found in Appendix A.
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An analysis of themes in mission statements by institution
Figure 16 displays the word-group cluster scores in the mission statements submitted 
to HEFCE by the sample group of higher education institutions. The method used to 
generate these data was the same as that used in the earlier lexical analysis of the 
institutions’ undergraduate prospectuses.
The institutions ar e listed below in order o f the prominence which each cluster 
is given in that institution’s mission statement. The institution giving the greatest 
prominence to each of the thematic clusters is listed first in each case, and if an 
institution does not appear in the list, a nil score is indicated for that theme.
Table 12: A summary of Figure 16 ___
Cluster Proportion of prominence in mission statement in order of institution
Knowledge C a m b rid g e , N o rth  L o n d o n , T e e s s id e , K in g s , B r is to l, B a th , W ai-w ick , S urrey, E x e ter ,
N o ttin g h a m
Success B r is to l, T e e s s id e , K in g s , N o r th  L o n d o n , W a rw ick , C am b rid ge , Surrey , B ath , E x e ter ,
N o ttin g h a m
Employment S u ir e y , N o rth  L o n d o n , B r is to l, B a th , N o ttin g h a m , T e e ss id e , C a m b rid g e , K in g s , W a rw ick
Research B r is to l, K in g s , W ai-w ick , B a th , E x e ter , N o ttin g h a m , C am b rid ge , S u rrey , T e e s s id e
Welfare Cambridge, N o rth  London, Nottingham, Kings
Wider duty T e e ss id e , K in g s , E x e ter , W a rw ick , C a m b rid g e
It is interesting to note that all of the mission statements surveyed included the 
research cluster, except the University o f North London. This finding supports the 
earlier hypothesis that this institution had ‘opted out’ of the ‘usual’ focus on research 
(and the pursuit of research-based funding opportunities) in favour of a knowledge- 
related focus.
Exeter and Nottingham had evenly balanced mission statements, with the 
clusters which are mentioned all being given equal priority. However, some clusters 
were not included: Exeter excluded employment and welfare. Nottingham excluded
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the wider duty theme. In all the mission statements the most prominent clusters were 
knowledge and the success discourse. The latter is a relatively self-evident finding 
given that mission statements are specifications of intent. Although knowledge is most 
liighly prioritised in all the statements, the priority given to it, in relation to the other 
clusters was interesting.
Bristol had a disproportionately high percentage of its mission statement 
devoted to research. Surrey had a lower research score, but a very high score in terms 
of use of words relating to employment. Bath, Kings, and Teesside appear to have 
focussed primarily on knowledge.
An analysis of themes in HEFCE profiles by institution
Figure 17 displays the same word-group cluster usage in submissions of institutional 
profiles to HEFCE (instead of the mission statements). It was generated using the 
same technique as that used to analyse the undergraduate prospectuses. Table 13 lists 
the sampled higher education institutions in order of the prominence given in their 
institutional profiles to each of the cluster themes.
Table 13: A summary of Figure 17______________ ________________________
C lu s t e r  U n iv e r s it ie s  l is t e d  in  o r d e r  o f  d e s c e n d in g  p r io r ity  g iv e n  to  e a c h  t h e m e  in  th e
__________________ H E F C E  p r o f i le _______________________________________
Knowledge North London, Bath, Teesside, Kings, Cambridge, Warwick, Bristol, Exeter, Nottingham,
University o f Suney
Success Bristol, Warwick, Teesside, Cambridge, Surrey, Kings, Bath, Noltingliam, Exeter
Employment University o f Suney, North London, Teesside, W amiek, Bristol, Bath, Cambridge,
Nottingham, Exeter, Kings
Research Bristol, Kings, Wai-wick, Bath, University o f Surrey, Exeter, Cambridge, Nottingham, Teesside,
North London
Welfare Cambridge, Nottingham, North London, Kings, Bath, Exeter, University of Surrey, Warwick,
Teesside, Bristol
Wider duty Teesside, Kings, Exeter, Warwick, Cambridge, Bath, Bristol, North London, Nottingham,
University of Surrey
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From Figure 17 it can be noted that all the institutions, except Bristol, prioritised 
knowledge over research in their HEFCE profiles. Similarly, all institutions gave 
gr eater priority to the knowledge cluster than they did to employment.
Bristol, Teesside, and Warwick did not mention the welfare cluster at all, 
although each committed a significant proportion of their prospectuses to this theme. 
In the same way. Kings did not mention employment in their HEFCE institutional 
profile at all, but in the undergraduate prospectus the use of this cluster was fairly 
prominent.
North London’s profile displayed a particularly high percentage of knowledge- 
related words. As discussed earlier, it was suggested that this might have been a 
consequence of the limited research focus within this institution. North London and 
Teesside also prioritised the use o f words relating to employment. This could have 
been a reflection of regional unemployment. Surrey’s focus on the employment theme 
might have stemmed from a different motivation — its good record of 
accomplishment in this area.
A comparison of HEFCE institutional profile themes with the mission statement 
themes
Figuie 18 displays the results of a comparison of the institutional profile scores with 
the mission statement scores. Again the chart was generated using the same 
methodology as the previous lexical analyses.
Table 14 summarises the key aspects of Figure 18, It displays the continuum 
into which each institution was placed in relation to whether each of the cluster 
themes was more dominant in their mission statement or HEFCE institutional profile.
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Table 14; A summary of Figure 18
C lu s t e r H ig h e r  in  H E F C E  p r o f i le H ig h e r  in  M is s io n  S ta te m e n t
Employment W a rw ick , E x e ter , T e e s s id e B ath , B r is to l, C am b rid g e , N o r th  L o n d o n , 
N o ttin g h a m , Surrey
Knowledge B ath , E x e ter , N o ttin g h a m , W a rw ick B r is to l, C am b rid g e , K in g s , N o rth  L o n d o n , 
U n iv e r s ity  o f  Surrey , T e e s s id e
Research B ath , B r is to l, C am b rid g e , E x e ter , K in g s ,  
N o ttin g h a m , S u rrey , T e e ss id e , W a rw ick
Wider Duty Surrey , C am b rid g e , E x e ter , K in g s , 
T e e s s id e , W aiAvick
Welfare B ath , E x e ter , Surrey C am b rid g e , K in g s , N o r th  L o n d o n , 
N o ttin g h a m
Success B a th , B r is to l, C a m b rid g e , E x e ter , K in g s , 
N o rth  L o n d o n , N o ttin g h a m , S u n e y ,  
T e e ss id e , W a rw ick
111 relation to tliis Figure, it can be seen that all of the institutions gave greater 
priority to the research cluster in their mission statements than they did in their 
HEFCE profiles. Bristol University had the greatest degree of vaiiance between its 
mission statement and its HEFCE profile in this respect.
The University of Surrey mentions the wider duty cluster only in its HEFCE 
profile, whereas Kings and Teesside (two of the institutions which scored most highly 
in relation to LPN performance data) also mention this theme in their mission 
statements.
The welfare cluster was generally given a low priority across the sample in both 
types of documents. If welfare was not mentioned in the mission statement of a given 
institution, it also did not occur in the HEFCE profile. However, if welfare was 
mentioned in the mission statement it was given far greater priority there than it was 
in the same institution’s HEFCE profile.
In every case, the success cluster was given a greater priority in the mission 
statement than it was in the institutional profile. As previously discussed, this is
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understandable in the context of the nature of mission statement formulation. The 
largest vaiiance in this respect was found in the documentation of Teesside 
University. Although Cambridge and Teesside had the same proportion of its HEFCE 
profile devoted to the success discourse, the latter mentioned it more frequently in its 
mission statement. Exeter and Nottingham also mentioned this theme less often in the 
HEFCE profile, and less than the Teesside mission statement.
Different types of documents and textual identity
The CAQDAS analysis of different documents across the sample group 
showed that the textual presentation of universities varies, depending on the intended 
audience. Two types of documents were analysed — (i) formal HEFCE submissions 
and university mission statements; and (ii) publicity material for potential 
undergraduates. The most significant difference between these two types of 
documents was the priority given to the themes of research, employment, and 
knowledge. ^Research outcomes’ were disproportionately undenepresented in the 
undergraduate prospectuses. Conversely, a high priority was given to research in the 
formal documents. Indeed, in their HEFCE documents, some universities mentioned 
their research role several times. For example, Warwick (extract from the mission 
statement):
Waiwick is a research-led university. At the same time it is 
distinctive amongst universities that have been rated in the top group 
in the research assessment exercise in giving liigh priority to 
improving access, to continuing and post experience education and 
to close collaboration with its local and regional community ...
Being a research university complements and does not compete 
with its intention to be excellent in teaching. [Emphasis added.]
One of the most dominant prospectus themes was employment. All of the 
institutions sampled gave greater priority to employment in their prospectuses than in
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their HEFCE documents. Indeed, this area was mentioned in mission statements only
as an ‘added’, rather than as a core, business function. Cambridge put it this way
(extract from the mission statement):
... and so to produce graduates of the calibre sought by industiy, the 
professions and public semce.
Teesside’s mission statement said that it aimed to:
... develop potential and equip the participants for stimulating 
careers, rewarding to themselves and society.
The theme of '‘knowledge and culture'' received a higher profile in the foimal HEFCE
documents than in the undergraduate prospectuses, although this was usually in
general terms which related to knowledge in higher education. For example, Bath’s
mission statement referred to:
... the advancement of knowledge, the dissemination and extension 
of sciences and aits, the provision of technological, liberal and 
professional education...
The theme of welfare had greater prominence in the prospectuses than in the 
formal documents.
There were two notable trends involving the "wider duty’ theme in the HEFCE 
documentation. The first refened to a geographical support role. The second 
concerned thematic ‘responsibilities’ (for example, the role of ethical or moral 
guardianship). Some universities defined their geographical area of support as being 
international (for example, Surrey, Cambridge, Bristol), whereas others saw their aiea 
in regional terms (for example, Exeter and Warwick). Thus, Exeter saw its role as 
being ‘ ... to act as a major resource for the south west of England’ (extract from the 
mission statement).
Thematically, there were various interpretations of what this duty might 
constitute. These included: (i) providing new knowledge par humanitas (Cambridge);
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(ii) ethical considerations (Kings); and (iii) financial support to the regional or
national economy (Warwick), Cambridge (in their mission statement) expressed its
wider duty in these terms:
. . . to  develop new areas of teaching and research in response to ... 
the needs of society.
Kings (mission statement) said that it would:
,.. continue to foster the highest ethical standards in a 
compassionate community.
Waiivick (mission statement) saw its role as being:
... to strengthen further its economic and educational impact on its 
region.
This section has shown that liigher education institutions present different 
identities to different audiences. To potential students, the universities highlight 
employability outcomes, followed by the added value of ‘university experience’. To 
the funding councils, the universities’ presentations emphasised research, and were 
peppered with ubiquitous generic references to knowledge. The reasons for these 
multifaceted identities are explored more fully in the following section.
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Differences in institutional textual identity and typologies
Institutions prioritise different issues in their undergraduate prospectus. For example, 
the University of Surrey prioritises employment outcomes, and uses the "success 
discourse' more often than the other sampled institutions. The "success discourse' as 
previously described is essentially a textual and linguistic device which is used as a 
marketing tool to boast about the university.^ This is achieved by employing words 
which convey quality or achievement — for example, ‘pioneering’, ‘cutting-edge’, 
‘leading’, and ‘excellence’. The comparative analysis showed that some institutions 
used this tool more than others. Over the sampled period, the use of the "success 
discourse' increased by 56% in the case of Surrey. Some institutions balance the 
distribution of themes in their mission statements so that no one overall ‘priority’ is 
identifiable (for example, Exeter 1995, 2002).
The data also show that some universities have similar* textual identities. For 
example, the undergr aduate prospectuses of Bath, Bristol, and Kings were all similar 
to that of the University of Surrey; whereas the undergraduate prospectus of Exeter 
was the least comparable of the sampled institutions to Surrey.
Similarly, data on types of institutions suggested that the sampled ex-CATs, the 
ORM-Élite, and the ‘Redbrick’ institutions have a similar prospectus textual identity, 
whereas the ‘Plateglass’ and 1994 Group institutions are different from these. This 
might be due to the different priorities given to the research and employment themes.
The mission statement analysis suggests that Surrey’s profile is most like that of 
the ex-CATs and the ORM-‘Redbricks’ and least like the post-1992 universities 
sample. The HEFCE profile analysis suggested that Surrey appears most like the 
Russell Group and least like the post-1992 universities sample. The 2002 analysis
' Additional infonnation on discourse and textual analysis can be found in Potter and Wetlierall (1987) and Woofitt (1992).
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shows that Surrey has a mission statement most similar to the Russell Group sample 
noiTn and (in contiast to other data sources) least like those sampled from the ex- 
CATs (see Figure 30).
Overall, taking into account the undergraduate prospectus, the 1995 mission 
statement, the 2002 mission statement and the HEFCE profile, the analysis suggests 
that the University of SurTey’s textual identity is most like the sample from the 
Russell Group and the ex-CATs and least like the sample of post-1992 universities.
The CAQDAS analysis highlighted a number of issues regarding existing 
typologies and league tables. In particular, the data suggest that the typologies 
cun-ently used to group institutions do not fully conelate with league table 
performance. Bath and Surrey, for example, outperform many Russell Group 
universities with respect to their GDS/FDS results and in providing value for money 
in research. In addition, the University of Srutey has a profile quite unlike the 1994 
Group sample, and is most like the ex-CATs (with regard to its undergraduate textual 
image) and the Russell Group samples (in its textual identity as presented to HEFCE),
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Changing espoused missions over time
This section explores changes in the stated purposes of the universities, and notes the 
interplay among the var ious facets of that role. In particular shifts in the weighting 
given to research, knowledge and culture, training for employment, and wider duty in 
the espoused missions of the sample group between 1995 and 2002 are examined.
Figures 19 and 20 show a comparison of themes by word group in the 1995 HEFCE 
mission statement compared with some institutions’ independently prepared mission 
2002 statements. These independently prepared statements were developed in 
response to a request from HEFCE. The data were generated using the CISAID 
lexical-analysis method, as was used for many of the other analyses reported above 
and compar ed with undergraduate prospectuses of the same year.
Figures 19 and 20 show that from between 1995 and 2002, most institutions 
dramatically increased their research focus. The post-1992 universities however, 
showed notably less research focus —  which might reflect their opting out of the 
‘research game’. The greatest increase in research focus was noted in the University 
of Surrey documents in which a rise of 200% was noted. The average rise of the 
sampled institutions was 120%. This finding indicates a sector-wide increase in 
research ‘mission’. It also shows marked prioritisation of this theme by some 
universities in order to define themselves and their purpose in terms of research 
outcomes.
With the exception of Teesside and Bath, all the universities gave more 
attention to the wider duty role they have in society. The average increase was 175%, 
and the University of Suney increased the concentration given to this theme by 200%. 
It was of interest that no university reduced its focus on this facet of its role, again
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suggesting a sector-wide change of emphasis. This might be due to the high profile 
given by the Labour* govei*nment to widening participation issues.
Between 1995 and 2002, Teesside showed the greatest increase in its use of the 
knowledge cluster, with a rise of 157%. The remaining institutions (except Bath) also 
raised their focus on this theme, with the average increase being just over 79%. 
Overall, the sample of ex-CAT and ‘Plateglass’ universities changed this theme the 
least, whereas the greatest change in the use o f this cluster occurr ed in the post-1992 
group sample. This might reflect a move by the post-1992 universities to specialise, 
given the possibility of a future rejection of their research role, although a larger* 
sample would be required to substantiate this.
There were several significant changes in the use of employmenMQ\dAQ& words 
between the 1995 and 2002 documents examined. North London reduced its focus by 
66%, whereas the majority of institutions increased attention to this theme. The 
average rise per* institution was 169%. The biggest changes were in the ‘Plateglass’, 
‘Redbrick’, and ‘Civic’ sample groups, and the overall average increase was 184%.
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The most significant change in the amount of text devoted to the welfare theme 
occuned at the University of Surrey, which increased its focus by 400%. Cambridge 
and North London both reduced their focus on this aspect, whereas Bath and Warwick 
remained the same. Of the typological gr oups that changed their focus in this area, the 
ORM-Élite group showed a decrease, whereas the average rise in other typologies was 
129%.
Figures 19 and 20 show that most of the institutions had acted to increase the 
prominence of the employment and knowledge clusters in their mission statements. 
Only one institution reduced its employment focus (North London), whereas all 
institutions had increased the proportion of knowledge cluster (Teesside the most) 
since the earlier mission statement exercise. Surrey increased its research and welfare 
clusters the most. However, overall, it has been the employment theme which has been 
subject to the greatest increase between the two mission statements. This was 
followed by the increase in the priority given to the wider duty role, which eight of the 
ten institutions increased (that is, all except Bath and Teesside). The significance of 
these changes is discussed in the following chapter.
Section IV has examined what a CAQDAS analysis revealed concerning the 
different textual identities which ar e presented by the same organisations to different 
audiences and has also identified changes in these identities over time.
Given that CAQDAS has revealed that institutional textual identity is not 
monolithic and that it can be influenced by external factors, the following section 
develops this analysis further by investigating changes in each of the university 
aspects in detail (i.e. knowledge and culture, employment, research, and a wider duty 
to society as well the success discourse and welfai'e cluster).
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Section V: An overall analysis of the distribution by thematic cluster
The following set of Figures (Figures 21 to 26) were produced following a series of 
examinations of the influence of institutional performance on institutional identity. 
Taking each of the word-gioup clusters in turn, performance data across the sample 
were plotted against the occuirence of the cluster in each of the three types of 
documentation. It was anticipated that this would identify the ways in which 
institutions used references to successful performance scores in their public material 
(or avoided references to unsuccessful performance scores), thus defining some of the 
boundaries around the influence of performance on institutional identity. These 
Figures address the research question 2(f):
• 2(f) Is it possible to identify differences between the textual identities 
presented in the different texts of a single institution (in particular* between 
marketing texts and formal funding council submissions)?
Figure 21(a) illustrates the use of the knowledge cluster occurrence in the 
HEFCE profiles, mission statements, and 2002 undergraduate prospectuses of the 
sampled higher education institutions, and compares these with QAA perfor*mance 
data on institutional teaching quality.
Overall, the Figure shows that knowledge and culture outcomes have been given 
more prominence in the HEFCE documents than in the undergraduate prospectuses. It 
shows a positive relationship between institutional profile and mission statement word 
usage for this theme, although there was no apparent relationship with the QAA data. 
These data are difficult to plot because the degrees of difference are very close. 
However, the differences can be more keenly appreciated using the data table. It is of
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interest that some universities scored very highly in the QAA assessment, but did not 
emphasise knowledge in their mission statements or prospectuses (for example, 
Nottingham, Warwick, Exeter, and Surrey). An explanation might be that they have 
chosen to emphasise other facets of their activity in these necessarily limited 
documents. The substantial focus of the University of Surrey on the employment 
theme might be explained in this way.
Figure 21(b) notes the same data (the use of knowledge and culture words) 
within the HEFCE profiles, mission statements, and 2002 undergraduate prospectuses 
of the sampled higher education institutions, compared with QAA performance data 
on teaching quality. However, in this Figure, the results are displayed by typological 
group.
This Figure shows that in the sampled sources, the 1994 Group gave less 
priority to the knowledge theme in their HEFCE institutional profile than did other 
institutions. The members of the 1994 Group are also among the lowest in respect of 
the priority accorded to this cluster in their mission statements, although they recorded 
average scores in relation to the proportion of their prospectuses dedicated to 
knowledge. Of all the typological groups, the post-1992 group and the ‘Ancient’ 
universities sampled prioritised knowledge most highly in their mission statement and 
in their HEFCE profiles. There appears to have been a relationship between the QAA 
scores and the knowledge cluster within the middle range (non-extreme) categories 
(for example, the ‘Redbrick’/ORM-‘Redbrick’ and ORM-Élite samples).
Figur e 22(a) illustrates the use of the employment cluster in the HEFCE profiles, 
mission statements, and 2002 undergraduate prospectuses of the sampled higher 
education institutions, and compares these with first-destination survey performance 
data.
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Overall the employment outcomes featured less in the HEFCE documents than 
in the undergraduate prospectuses. The Figure shows that, although both North 
London and Teesside performed significantly less well in the first-destination survey, 
they did devote a significant proportion of all three document sources to the theme of 
employability. Conversely, Exeter and Kings, institutions which both perform well in 
the GDS/FDS, did not mention employment outcomes in their mission statements and 
committed only a relatively small proportion of their HEFCE profiles to this theme 
(although it was mentioned more substantially in their undergraduate prospectuses). 
This might be because success in this area is seen more as a marketing tool than as a 
defining aspect of university function.
Overall, the University of Suney devoted the highest number of words to this 
theme in its prospectus and its mission statement, and also committed a fair 
proportion of its institutional HEFCE profile to the theme (although the University of 
Sun ey does not score highest in respect of this latter document).
Figure 22(b) notes the same data (the use of employment cluster words) within 
the HEFCE profiles, mission statements, and 2002 undergraduate prospectuses of the 
sampled higher education institutions, compared with first-destination survey 
perfbimance data. However, in this Figure, the results are displayed by typological 
group.
The employment cluster featured most prominently in the prospectuses of the 
ex-CATs, the 1994 Group, and the ORM-‘Redbrick’ universities sampled. It featured 
least in the documents from the sampled ‘Ancients’ and the ‘Redbrick’ universities. 
The ex-CATs which were examined also gave a high priority to this theme in their 
mission statements, as did the 1994 Group sample. Of all the typological gioups 
sampled, in the mission statements, the ‘Plateglass’ universities mentioned
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employment the least of all institutions. It was of interest that there appears to have 
been an inverse relationship between the GDS/FDS performance score and the 
number of words on the employment theme in the institutions’ documentation.
Figure 23(a) compares the use o f the welfare cluster within the HEFCE profiles, 
mission statements, and 2002 undergraduate prospectuses of the sampled institutions.
The welfare cluster was most used in the prospectuses, although Cambridge 
scored higher in its mission statement. Within this analysis, the University of Surrey 
appeared to have a profile similar' to that of the University of Bath. Both institutions 
devote a significant proportion of their prospectuses to this issue, but little of their 
mission statements. It was of interest that the two least ‘prestigious’ universities — 
Teesside and North London, wliich are fairly comparable, and which would be 
expected to be closely aligned in their public discourses — scored at almost opposite 
ends of the spectrum in relation to the proportions of each of the three documents 
given to this theme. This might have been due to North London’s more pronounced 
prioritisation of teaching and leai*ning over research. However, the reasons for North 
London having not ‘sold’ itself more in terms of welfare is uncleai*. It had the lowest 
level of mention of welfare in its undergraduate prospectus, but it had the second- 
most we^rg-dedicated mission statement and the third-most wg//àrg-dedicated 
HEFCE profile.
Warwick, Teesside, Bristol, and Exeter had a relatively high proportion of 
wg^re-related matter in their undergraduate prospectuses, but they gave very low 
priority to this cluster in their HEFCE profiles and mission statements —  perhaps 
separating their clear* mission focus from the ‘benefits’ they offer students (such as 
welfare support).
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Figure 23(b) compares the same data (the use of the welfare cluster) in the 
HEFCE profiles, mission statements, and 2002 undergraduate prospectuses of the 
sampled higher education institutions, although this time the results are displayed by 
typological group.
From the Figure, it can be seen that the Russell Group institutions sampled 
mentioned welfare most often in their prospectuses whereas the ‘Ancient’ universities 
mentioned it least. Interestingly, the ‘Ancients’ had the highest percentage of welfare- 
related words in their HEFCE profiles. Within the mission statements, three of the 
typological groups did not include welfare at all. Of those that did, the Russell Group 
and the ‘Redbrick’ sampled universities dedicated most words to this cluster.
Figure 24(a) compares the use of research cluster words in HEFCE profiles, 
mission statements, and 2002 undergraduate prospectuses of Hie sampled higher 
education institutions with RAE performance data on institutional research quality.
One of the striking features of this Figure concerned the lack of research focus 
within the undergraduate prospectuses. This low prioritisation was especially marked 
if the prospectuses were compared with the degiee to which research was a key focus 
of the HEFCE profiles and mission statements of almost all the sampled institutions 
(with the exception of North London).
There was a positive relationship between a low priority being given to research 
in the HEFCE profiles and mission statements, and RAE scores. North London and 
Teesside both scored much lower than other institutions in the RAE, and the priority 
given to this cluster in the documentation was also lower. This relationship was less 
sti'ong among institutions which scored more highly in the research-perfoimance 
assessment.
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Research was mentioned more frequently in the mission statements than it was 
in the HEFCE profiles of all institutions. It is interesting to note that Cambridge, 
which had the highest RAE score, gave less prominence to this cluster (in its mission 
statement and HEFCE profile) than most of the sampled institutions.
Figure 24(b) compares the same data (the use of research words) in the HEFCE 
profiles, mission statements, and 2002 undergi’aduate prospectuses of the sampled 
higher education institutions, with RAE performance data on research quality. 
However, in this Figure, the results are displayed by typological group.
The Figure shows that the members of the post-1992 group had the lowest focus 
on research in their mission statements, and this appears to have correlated with their 
corTcspondingly low RAE scores. Overall, the ‘Redbricks’ sample devoted the 
greatest percentage of text to the research theme in all their documents. This Figure 
could also be used to argue that the ex-CATs and the post-1992 universities examined 
(which have less variance between their student and HEFCE documents) have adopted 
a more consistent mission than the ‘Civics’ and the ‘Redbrick’ sample, possibly one 
that is closer to their ‘identity in use’ (after Argyris and Schon, 1976).
Figure 25(a) considers the use of wider duty words wrtliin the HEFCE profiles, 
mission statements, and 2002 prospectuses from the sampled higher education 
institutions, and compares this with the percentage of students from low-participation 
neighbourhoods. Although this represents only one small part of a university’s wider 
duty, it is the only aspect for which sector-wide performance data are readily 
available.
Generally, the data showed that institutions which have lower numbers of 
students from LPNs (for example, Cambridge, Kings, and Exeter) tended to make
169
greater use of the wider duty cluster than those which have a high percentage of their 
student population from these ar eas. It might be that some of the wider duty references 
represented statements of intent (in respect of the widening participation of students 
from LPNs in higher education) as this is currently a popular* debate in the sector and 
is a key government initiative.
However, the wider duty theme relates to issues other* than ‘widening 
participation’. These include discussion of ethics and moral imperatives, as well as 
responsibility towards the local community. In this context, it is interesting to note 
that Teesside (which, as Figure 25 shows, had an unusually high rating in the LPN 
scores) gave significant priority to this theme, whereas North London (wliich also has 
a high percentage of students from LPNs) hardly mentioned it. Of the sampled 
universities, half chose not to mention their wider duty to society in their HEFCE 
profiles and mission statements (Bath, Bristol, North London, Nottingham, SurTey) 
and, although all institutions mentioned this role in the imdergraduate prospectus, it 
was not accorded equal prominence with issues such as research or graduate 
employability.
Figure 25(b) compares the same data (the use of wider duty words) in the 
HEFCE profiles, mission statements, and 2002 undergraduate prospectuses of the 
sampled higher education institutions, with LPN performance data. However, in this 
Figure, the results are displayed by typological gioup.
Overall, the ex-CAT sample gave least priority to the wider duty theme in their 
formal documents, although they scored highest in terms of the references in their 
undergraduate prospectuses. The post-1992 sample group is almost at the opposite of 
the spectrum. These institutions scored highly in terms of use of this cluster in formal 
documents (HEFCE profiles and mission statements), but gave the least priority to the
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wider duty theme in the undergraduate prospectuses. The ORM-‘Redbrick’ and 
Tlateglass’ institutions examined had a relatively significant proportion of their 
documents devoted to the wider duty theme, and the latter group scored most highly in 
the percentage of the mission statements which focus on this theme
Figure 26(a) compares the use of the success discourse among HEFCE profiles, 
mission statements and 2002 prospectuses of the sampled higher education 
institutions.
This Figure demonstrates that there was a very strong relationship between the 
use of the success cluster in the HEFCE profiles and mission statements. However, 
with the exception of Exeter and Nottingham, there appears to have been no 
distinguishable relationship between the use of this discourse in the prospectus text 
and the text of other data soirrces. The University of Surrey prospectus appeared to 
have the strongest sales ‘feel’, and this could have been a reflection of the fairly 
extensive utilisation of the success discourse witliin this document.
Figure 26(b) compares the same data (the use of success discourse words) in the 
HEFCE profiles, mission statements, and 2002 undergraduate prospectuses of the 
sampled higher education institutions. However, in this Figure the results are 
displayed by typological group.
This Figure shows that the ‘Plateglass’ and the ‘Redbrick’ samples made the 
least use of the success discourse in their mission statements; and that the post-1992 
group of institutions examined utilised it the most. The HEFCE profile and mission 
statement scores are very similar across the typological groups, with the exception of 
the ‘Redbricks’ sample group. There were few differences among the prospectuses
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across the sample, although the ORM-Élite and post-1992 group appeared to give 
lower priority to the success cluster than did other typological gioups.
Section V has shown that a CAQDAS analysis was able to identify trends in 
cluster distribution in a variety of documentary sources. It has also demonstrated that 
the data could be structured by individual institution or by typological group.
In addition, the CAQDAS analysis revealed the differences in the prominence 
given to the various facets of the higher education role between the compared data 
sources. This information coveys as much about what the institution perceives the 
intended audience considers to be valuable, as it communicates about that institution’s 
actual position.
The following section (Section VI) compares the profiles of the sampled 
institutions (as revealed through all the sampled data sources) with Surrey’s textual 
identity. It contributes to the research argument by ascertaining whether CAQDAS can 
reveal if  Surrey has a textual identity similar to those universities with which it is 
usually grouped (i.e. the ex-CATs and the 1994 Group).
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Section VI: The textual identity profile of the University of Surrey in 
relation to the other sampled institutions
In the discussion of Figures 7 and 8 above, the concept of comparing the sampled 
institutions’ profiles with the University of Surrey was introduced. Having generated 
the data set for the institutional profile and mission statement analyses above, a 
similar exercise was undertaken to identify each institution’s difference from the 
Surrey profile, thus allowing Suney to be placed in a profile continuum. As before, 
any differences in the relative positioning of SuiTey within the more formal, non­
marketing material (as compared with the undergraduate prospectus profile) might 
highlight interesting issues regarding institutional identity. Figures 27 to 30 address 
research questions 2(b) and 2(c):
• 2(b) How do the textual identities of the sample group of institutions 
compare with that of the University of Surrey?
• 2(c) Into which typological grouping does the University of Suiiey’s textual 
identity most closely fit?
Comparing the lexical analysis of the mission statements with Surrey
Figure 27 shows a comparison of the lexical analysis of the mission statements by 
typological groups with the University of Surrey mission statement and demonstrates 
the category into which Suney most clearly fits.
The data was generated in essentially the same way as for the prospectus 
analysis, although using mission statement documentation as the source material. At 
this stage, to make any generalisations more representative, an additional data set
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which included the mission statements of all the ex-CATs was also incorporated — to 
validate the Bath and University of Surrey scores.
Table 15: A summary of Figure 27
R e la t io n  to  t h e  U n iv e r s i ty  S a m p le  G r o u p
o f  S u r r e y  1 9 9 5  m is s io n  s ta t e m e n t_________________________________
M o s t  l ik e  I . e x -C A T s
2 . O R M -‘R e d b r ic k s’ 
i  3 . ‘C iv ic s ’
4 . 1 9 9 4  G roup  
X 5 . ‘P la te g la s s ’
6 . O R M -É lite  
i  7 . R u s s e ll  G roup
8. ‘R e d b r ic k ’
4  9 . ‘A n c ie n t’
L e a s t  l ik e  ________  10 . p o s t -1 9 9 2  grou p
The fact that the ex-CATs were the most similar to the University of Surrey 
model was not surprising, given the historical backgroimd of Surrey. In the same way, 
another anticipated result was that the post-1992 sample group of institutions did not 
appear* to give the same priority to research activities as did the University of Surrey.
It is interesting to note however, that success words were used most frequently 
by universities which are generally accepted to be less prestigious (in terms of 
reputational capital and historical gravitas). This point reinforced the earlier* 
hypothesis that institutions which are outside the ‘acknowledged élite’ have to 
undertake textual work to ‘talk themselves up’ in an effor*t to be more attractive to 
students.
The sample groups which had the greatest research focus in their mission 
statements were the ‘Redbricks’. Surprisingly, the ‘Ancients’ (which have the highest 
RAE scores) did not give as much emphasis to this cluster. The remaining sample 
groups were remarkably similar* in terms of their mission statements (ORM-Élite,
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‘Civic’ and Russell Group institutions) although there were a few differences. The 
sampled ‘Redbrick’, ‘Ancient’, and post-1992 institutions scored highly in their use of 
the knowledge cluster. The post-1992 and the ex-CAT samples scored highly in their 
use of the employment cluster; and the ‘Redbrick’ and ORM-Élite groups scored 
highly in research. The post-1992, ‘Plateglass’, and ex-CAT samples scored highly in 
wider duty, whereas the ‘Ancients’ scored highest in their use of the welfare cluster.
Comparing the lexical analysis of the HEFCE profile with Surrey
Figure 28 shows a comparison of the lexical analysis of the HEFCE profiles by 
typological groups with the University o f Surrey HEFCE profiles, and demonstrates 
the category into which Surrey most clearly fits.
As previously, the methodology utilised to generate these data was essentially 
the same as that used for the prospectus analysis, although HEFCE profile 
documentation was used. Again, to make generalisations more representative, an 
additional data set (which included the HEFCE profiles of all the ex-CATs) was also 
incorporated — to validate the Bath and Surrey scores.
Table 16: A summary of Figure 28
R e la t io n  to  th e  U n iv e r s ity  
o f  S u r r e y  H E F C E  p r o f i le
S a m p le  G r o u p
M o s t  lik e 1. R u s s e ll  G roup
2 . e x -C A T s
i 3 , ‘C iv ic s ’
4 . O R M = É lite
4 5 . 1 9 9 4  G roup
6 . ‘A n c ie n t’
: 7 . ‘P la te g la s s ’
8 . ‘R e d b r ic k ’
i 9 . ‘O R M -‘R ed b r ick ’
L e a s t  lik e 10. p o s t - 1 9 9 2  grou p
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This Figure shows that Smi'ey has a HEFCE profile most like that of the 
sampled Russell Group institutions and least like that developed by the post-1992 
sample group. This was an important finding, and indicates that, given the prestige 
and financial benefits attached to membership of the Russell Group, the University of 
SuiTey might be seeking to emulate the style of these institutions and therefore to align 
itself with the acknowledged élite.
The post-1992 group of universities is likely to be the typological group with 
which the University of Surrey would least like to be associated, and it is therefore 
probably not insignificant that the text of Surrey’s document is least like that 
developed by this category of institutions.
Knowledge was prioritised above all other clusters in all the profiles examined. 
It was used most by the post-1992 universities and least by the ‘Redbricks’. 
Employment scores were also the highest in the post-1992 sample, and were found to 
be lowest in the ‘Civic’ sample group. Research scores were highest in ‘Redbrick’ 
group and were lowest in the post-1992 group. Welfare featured most prominently in 
the documents produced by the ‘Ancient’ universities and least in those examined 
from the ‘Plateglass’ institutions. Wider duty was highest in the ‘Redbrick’ and lowest 
in the ORM-Élite typological group. Finally, the success cluster was used most by the 
post-1992 institutions and least by the 1994 Group sampled.
The initial analysis (Figure 4) identified changes in institutional identity over 
time and consequently highlighted the influence of the changing environment within 
which Surrey delivered its higher education. Although similar examinations of the 
other sampled institutions’ undergraduate prospectuses were beyond the resources of 
this research, the publication by a number of ‘participating’ institutions of updated
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(2002) mission statements provided an opportunity to undertake a smaller-scale 
analysis of their changing identities over time.
Comparing groups cross-sector sample 2002 mission statements with the 
University of Surrey
Figure 29 identifies the degree to which the 2002 mission statement of each group 
varies from the Surrey profile. To create this Figure, data relating to the degree of 
variation from the University o f Surrey profile was generated (from the source 
information for Figure 27) and the ‘variation scores’ were then combined within each 
typological group category to generate a mean score against which the University of 
Surrey could be compared to identify into which group Surrey’s mission statement 
fitted most closely. A summary of the results follows.
Table 17: A summary of Figure 29
R e la t io n  to  t h e  U n iv e r s i ty  o f  S u r r e y  
2 0 0 2  m is s io n  s ta t e m e n t
S a m p le  G r o u p
M o s t  s im ila r 1. R u ss e ll  G roup
2 . ‘A n c ie n ts ’
4 3 . O R M -É lite
4 , Q R M -‘R e d b r ic k ’
4 5 . ‘C iv ic s ’
6 . p o s t -1 9 9 2  grou p
4 7. 1 9 9 4  G roup
8 . ‘P la te g la s s ’
L e a s t  s im ila r 9 . e x -C A T s
These results show a change in the pattern of Surrey’s relationship with the 
sample of ex-CATs. In the previous lexical analysis (Figure 28), Surrey and the ex- 
CATs had been found to have very similar discourses. However, the 2002 mission 
statements show a significant divergence. The profile of the University of Surrey’s 
mission statement in this lexical analysis more closely resembled that of the Russell 
Group sample. It is also interesting to note that the mission statements sampled from 
the 1994 Group, a category within which Surrey is often considered to be included.
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does not closely resemble the Smi'ey profile in any of the analyses (Figures 27 or 28). 
The implications of these findings aie discussed in-depth in the following chapter
In the process of generating the base data for each of the preceding Figmes, a 
significant amount of material had been produced which compared the University of 
Smrey profile with the profiles of the other sampled institutions and typological 
groups. It seemed appropriate, in this context, to utilise this data to produce a 
summary Figm e which concatenated the degree of variance from the Smrey ‘baseline’ 
in each of the preceding analyses. It was hoped that this would identify an overall 
hierarchy of difference from the University of Surrey profile and so indicate in a 
comprehensive way which of the existing typological groupings most neatly fitted the 
Surrey textual identity.
The overall similarity between the typological groups sampled and the University 
of Surrey
Figure 30 depicts the overall similar ity between the typological groups and the 
University of Smrey. To generate this Figure, data were extracted from each of the 
previous Figmes in which an overall typological group match with Surrey was 
measmed.
Table 18: A summary of Figure 30
R e la t io n  to  th e  U n iv e r s i ty  o f  
S u r r e y ’s  o v e r a l l  t e x tu a l  id e n t ity
S a m p le  G r o u p
M o s t  lik e 1. R u ss e ll  G roup
2 . O R M -É lite ’
4 3 . E x -C A T s
4 . ‘C iv ic s ’
4 5 . O R M -‘R e d b r ic k ’
6 . ‘A n c ie n ts ’
4 7 . ‘R ed b r ick ’
8 . 1 9 9 4  G roup
9 . ‘P la te g la s s ’
L e a s t  lik e 10. p o s t -1 9 9 2  grou p
I
I
i
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The inference that can be drawn from this Figure is similar to that of the 
previous lexical analysis. That is, based on this sample that Surrey fits more closely 
with the textual profile of chronological (ex-CATs) than behavioural (1994 Group) 
groupings. The lexical analysis clearly shows that Surrey’s textual identity is far' more 
like the Russell Group sample than the 1994 Groups examined. The two sample 
groups with which there is least fit are the post-1992 institutions examined (which is 
understandable given Surrey’s research focus) and the ‘Plateglass’ university sample. 
The implications of this and other findings are discussed in the following chapter.
This section analysed whether CAQDAS could identify how closely the 
University of Surrey fitted within its typological groups, especially with the sampled 
ex-CATS and the 1994 Group. The results showed that CAQDAS could reveal that 
the University of SurTey had a textual identity that was closer to the sample of its 
chronological typological group (ex-CATs) than to the sample of its behavioural 
typological group (the 1994 Group). The following and final section summarises the 
results and reviews the performance of CAQDAS.
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Summary of CAQDAS performance and research findings
The perfoimance of the CAQDAS tool was a key research finding. Answering the 
overall research question, '‘What can a CAQDAS analysis reveal about university 
textual identity?’ rested significantly on the efficacy this tool. The following 
paragraphs provide a review of how the particular CAQDAS package used in this 
research (CISAID) performed when tested in an area for which it was not specifically 
designed.
The review of the literature concerning the use of CAQDAS as a research tool
highlighted a number of advantages and disadvantages which had been identified by
(mostly sociological) researchers. This section addresses each of these in turn,
beginning with its advantages as found dur ing the production of this thesis.
The principal advantage in using a package such as CISAID is its ability to
handle larger quantities of data than the constraints of manual coding and time
generally allow. In this work for example, CISAID was able to compare the
undergraduate prospectus fi-om 10 higher education institutions alongside their
mission statements and HEFCE profiles (over 100,000 words). An additional
advantage was the fact that the package was designed to handle multiple coding
within the same segment of text. For example, the segment below was coded under
both knowledge and employment themes. Indeed this was a particularly valuable
facility when examining mission statements as many were constructed around
interlinked concepts.
Alongside the academic work we recognise the importance of 
equipping our students with transferable skills in IT, foreign 
languages, communications, teamwork and management (Surrey,
2000 prospectus)
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As Fielding and Lee (1998) discovered, the CAQDAS tool proved to be a 
thorough and rigorous way of coding and analysing data. Because it comprises of a set 
of rules which are applied logically to the data, occuiTences of significant words or 
themes were not missed, an unfortunate feature of manual analysis which often 
necessitates input fiom additional researchers to confirm and validate findings.
The criticisms levelled at the method concerned: (i) researcher distancing fiom 
the data; (ii) that the package may be used inappropriately; and (iii) that CAQDAS 
packages are causing hegemony of method.
Chapter 2, the methodological chapter, suggested that some researchers (e.g. 
Coffey et al., 1996) fear that users of CAQDAS may find themselves distanced from 
the data. Others including Barry (1998), contradict this assertion believing that manual 
methods are just as likely to lead to distancing of the researcher by overwhelming 
them. Having completed the manual pilot phase prior to the use of CAQDAS, this 
latter perspective was found to be the more accurate. Indeed, the software’s hypertext 
facility enabled the researcher to see the pages fi*om which quotes had been derived, 
allowing for a clear' ‘in context’ use of the data which kept the researcher close to 
what Mangan (1999) described as the ‘aegis’ of the document.
The second criticism concer'ning use of CAQDAS packages is that they may 
be used inappropriately. In the case of CISAID and its utilisation in this study it is 
acknowledged that it was not used in its fullest capacity (having been designed for the 
analysis of conversation, it possesses sophisticated voice analysing functions outwith 
the needs of study). However, the functions of the tool which were utilised for this 
work and the lexical capabilities in particular confirmed it was a reliable and efficient 
method of coding and analysing documentai'y evidence. As the methodological 
chapter discussed, the CAQDAS software does not infer meaning, critical analysis
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remains the remit of the researcher. The researcher therefore has to remain awaie of 
the context at all times. For example, in the analysis of the distribution o f words in the 
2002 prospectuses across the sample, the University of Surrey showed a 
disproportionately high use of the word ‘professional’. However, this was not a 
particulaiiy interesting finding in its own right as the data had been skewed by 
reference to the University’s industrial placement scheme (which is referred to as the 
‘professional training year’). Therefore, the occuiiences of the phrase ‘professional 
training yeai’ had to be discounted so that a true comparison could be achieved. 
Interestingly, Surrey still had a significant use of the employment cluster after this 
amendment had been made.
If the use of CAQDAS in the study had been the sole approach, it would have 
been unsatisfactoiy, as it would have provided only a one-dimensional view of textual 
identity. The close reading of the institutional material and the historical review 
provided ti iangulation for the analysis and increased the validity of the findings.
The third and final criticism levelled at CAQDAS per se is that some 
researchers feai' that it constitutes an emerging hegemony of method. It was the 
finding of this study that, rather than closing down the analytical methods available to 
the documentary researcher, the emergence of CAQDAS technology had widened the 
field of choice. The methodology chapter suggested that such fears are based on an 
assumption that computer analysis represents an easy option to the researcher and are 
usually voiced by those unfamiliar with the tool. Whilst in terms of data 
manageability this is certainly the case, the strategy was by no means been a substitute 
for research skill. The views of this researcher are similar to those expressed by 
Fielding and Lee (1998), namely that the familiarisation with the complex systems 
within CAQDAS packages represents a significant investment on the part of the
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researcher. Fielding and Lee (1998) suggested that this initial cost proves too great 
for some researchers, who revert back to manual methods.
The CAQDAS analysis offered valuable insights into the textual identity of 
institutions. It could not however, illuminate university identity as a whole, as it 
measures only one aspect of it, textual presentation. However, the use of the historical 
review as a contextual analysis did add depth to these findings.
To summarise therefore, the CAQDAS analysis was able to:
• identify six themes that make up university textual identity;
• tr ace the distribution of those themes over time;
• compare the distribution o f the themes between higher education 
institutions;
• compare the distr ibution of the themes between typological groups of 
higher education institutions;
• compar e the distribution o f the themes in different documents fiom the 
same institution;
• compare the distribution of the themes in the same document over time 
and identify changes;
• compare variance in textual identity from a baseline institution 
(Surrey);
• examine the interaction between performance data and textual identity; 
and
• assess the extent to which institutions can be classified within current 
typological groupings.
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The CAQDAS analysis revealed the following about university textual identity.
• That there are certain aspects of university function and role that are 
identifiable over time, across institutions, and across documentary 
sources.
• That certain external factors influence the relative prominence of these 
aspects and that this in turn affects textual identity.
• That the focus on employment outcomes has risen within the sample 
documents whilst knowledge related themes have decreased over time 
at the University of Surrey.
• That university textual identity is not monolithic and universities have 
prioritised different aspects of their role to different audiences.
• That, within mission statements from across the sample discussion of 
research related outcomes has increased since 1995,
• That universities aie not easily grouped into typologies, by their textual 
identity or performance.
The following chapter, ‘inferences and conclusions’ discusses these and other 
findings in greater detail, diawing upon the ‘historical review’ material and issues 
aiising from the context of the ongoing (January 2002) review of the future of higher 
education funding.
Chapter 4 
Inferences and Conclusions
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Inferences and Conclusions
This chapter contains five sections: an introduction, sections I to III and a summary. It 
is preceded by a synopsis.
Synopsis of chapter
The chapter begins with an introduction to some of the pertinent issues relating to 
higher education as they stand at the end of the period considered in this study 
(January 2002).
The findings of the two main areas of research are then presented. Section I 
deals with research questions 1(a) to 1(e) concerning the longitudinal study at the 
University of Surrey. Section II considers the comparative data in relation to research 
questions 2(a) to 2(f), A third section. Section III, has also been included to explore in 
greater detail a number of issues arising from the research. The main content of 
Sections I to III is summarised below.
Section I examines how textual identity reflects external pressures. Among the 
findings of this chapter is confirmation that some aspects of university textual identity 
reflect the influence of external pressures more keenly than internal institutional 
pressures. Tliis might be due to the fact that such internal data are not documented as 
systematically and reliably as are national policy data. It is also suggested that the 
ideas of ‘university’ and of ‘graduateness’ have been moulded by a set of specific 
external factors. These external ‘political’ pressures, which have also had a significant 
influence on the formal textual identity of universities, include the complex
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relationship between universities and the economy, and the increasingly direct role 
played by the State, through HEFCE — especially as observed in the growing 
importance of performance indicators.
In addition, the study suggests that the relationship between higher education 
and industry has shaped university textual identity. University documents have 
become more employment-focused — perhaps at the expense of the knowledge and 
cultural aspects of higher education —  and industry has become increasingly involved 
in the development of curriculum and pedagogy (for example, in skills requirements).
hi the historical review, it was suggested that students have become more 
aware and critical of the product they consume, and that institutions are using more 
overt selling and marketing devices in their documents. The findings of the present 
study support the assertions of Smith and Webster (1997) who suggested that 
increased consumerisation of the sector is likely. The data confirm that the 
‘marketing’ discourse has intensified and seems likely to continue to increase as 
universities are forced to define themselves in terms which are dictated by the market, 
such as ‘value for money’ and ‘added value’.
Section II examines what the CAQDAS analysis was able to reveal about 
university textual identity as it relates to: (i) different institutions and different types 
of documents, and (ii) differences in textual identity by typology and by performance 
indicator success.
Section III explores the significance of the above findings for the future of the 
sector, and considers conceptions such as the relative ‘value’ of certain universities 
over others. A consideration of league tables and undergraduate applications in 2001 
suggests that a hierarchy of universities based on performance indicators might not be
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as influential in the eyes of students as a hierar chy based on the students’ assessment 
o f a university’s cultural and reputational capital. This study has also examined 
whether an institution’s access to certain groups of universities is determined by a 
combination of factors —  including cultural and reputational capital, mission, subject 
base, geographical location, and league table position.
The data correlation —  between high RAE and high QAA scores — supports 
the existence of a ‘premier league’ in the sample studied, and this fact might lead (as 
predicted by Hodge, 2001, and Tight, 2000) to a US-style research university model 
becoming a reality, thus remtroducing a binary line into the system.
The study also highlights the difficulties inherent in grouping institutions into 
typologies. In terms of how institutions write their undergraduate prospectus and 
formal documents to HEFCE, typological groups are a useful way to examine overall 
themes and trends. However, as the example of the University of Surrey suggests, the 
multifaceted nature of universities means that some ‘identities’ (for example, the 
identity presented in the undergiaduate prospectus) appear to fit the chronological 
typology, whilst other identities (such as those revealed in formal documents and 
performance profiles) do not fit either the chronological or behavioural (1994 Group) 
typologies. One interesting point ar ising fiom this study (and discussed in the chapter) 
is the possibility of an uncertain future mission for the University of SurTey in light of 
proposals cunently being discussed by HEFCE —  especially if existing performance 
indicators (particularly the RAE) come to be used as the key determinant of funding.
This chapter explores how these conclusions were derived, and ends by 
identifying a number of suggested topics for further research.
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Introduction
The previous chapter referred to changes in the thematics of university textual 
identity. These themes — (i) knowledge and culture; (ii) employment and training; 
(iii) research and; (iv) a wider duty to society —  were generated from the historical 
review which suggested that the interplay between these four themes created ideas of 
‘university’, and that, at different times in the history of higher education, certain 
institutions have been classified as belonging to certain typological groups. Such 
classifications have been made on the basis of: (i) the university’s own volition (for 
example, the 1994 Group or the Russell Group); or (ii) chronology (for example, the 
‘Redbrick’ Group or the ‘Ancient’ Group); or (iii) a theoretical model (for example, 
the ORM-Élite Group).
As the methodology section indicated, the criteria for these groupings has 
generally related to:
• remit — for example, the binary line which separated universities fiom 
polytechnics, or the designation in the 1960s of some polytechnics to 
specialise in advanced technology; or
• chronology —  for example, Ti*uscot’s (1943) use of the term ‘Redbrick’ to 
denote an institution’s appearance, which also places its origin at a certain 
point in time.
In more recent times, other typologies have emerged that attempt to group 
universities by a set of behaviours or by an activity profile (McNay, 1995). In 
addition, there are hybrid theoretical models which attempt to incorporate behaviour 
and chronology (Scott, 1995; Ormerod, 1999; Tight, 1996). There have also been
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more recent attempts to group universities by performance (most notably by HEFCE 
and by the media in the form of league tables). Perhaps most significant is one of the 
options discussed by HEFCE to group and fund universities by ‘mission’ (Thomson, 
1999).
By January 2002, it had been widely acknowledged for some years within the 
sector, that fimding for higher education had to increase if the UK system was to 
remain globally competitive (Tysome, 1999a). Moreover, it was felt that some reforms 
would be required if the Labour government’s target — to increase participation in 
higher education to 50% of all eligible young people under the age of thirty by 2010 
— were to be achieved. The current system of higher education in the UK does not 
have an adequate framework to accommodate such a target; instead ‘what we have is a 
kind of mass higher education system squeezed into an elite system’ (Newby, 1999).
A further issue of relevance in introducing this chapter concerns diversity 
within the sector. It has been aigued (CuiTan, 2000) that the current funding systems 
and, in particular', the high profile given to league table results, have had a twofold 
impact. First, imiversities have striven to excel in all areas. Although this has led to 
increased performance (Goddard, 2001a, 2001c) it has also brought about a degree of 
convergence towards specific activities — in particular, research. Secondly, this 
emphasis on ‘performance’ and growing involvement in research has led to a funding 
shortfall of £170 million following the results of the 2001 RAE (Sanders and 
Thomson, 2001).
In seeking to address these issues (among others), HEFCE has looked to the 
United States of America (US) for inspiration. The US model of higher education is 
‘the envy of the world’ (Tysome, 1999b), having a 60% participation rate and a high
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proportion of funding from the private sector and alumni. However, there are intrinsic 
structural differences between the US and the UK systems. The US system has a 
three-tiered structure which separates the traditional functions of the university, and 
which thus differentiates among: (i) research universities; (ii) teaching universities; 
and (iii) open-access community-based colleges.
One option that was being considered by HEFCE (as presented at a joint 
meeting of the Councils of the Federal University of Surrey, Newby, (2001)) is very 
closely aligned to this American example. According to this model, the ‘different 
activities which might form a basis for differential funding’ are: (i) research; (ii) 
teaching; (iii) widening participation; and (iv) ‘third-leg’ options. Such a division of 
the overall university ‘idea’ is not a new proposal in the UK. Tight (1996) suggests a 
similar demarcation was proposed (although never implemented) in 1987. However, 
the discourse was very different in January 2002, because HEFCE seemed at this point 
to be considering the possibility of linking the funding of institutions to such a model 
— by designating income streams for specific missions such as research, teaching, and 
so on.
As explained in Chapter 2, the term ‘mission’ has generally been regarded as
referring to targets or future aims (Hill and Jones, 1997). However, Newby, the
HEFCE Chief Executive (who could be regarded as the mastermind behind the
funding proposals) appears to intend a slightly different meaning for the term
‘mission’. In commenting on ‘mission-based funding’, Newby (2001, p. 3) revealed a
somewhat different nuance:
In an increasingly global environment the quality of everything that 
each institution does needs to be world class ... Differentiation of 
roles is a key to the future. Each institution needs to identify what it 
can do well and then to concentrate on doing that ... we have to try
191
and encourage each institution to pursue activities where they have a 
reasonable chance of being world-class, and for many this means 
finding an alternative to research as a focus for their attentions ... 
[they must be provided] witli sufficient incentives to focus their 
efforts on activities which they aie good at.
Rather than being a description of funding on the basis of future mission, this 
appears to reflect an intention to fund on the basis of past or current performance 
indicator data. Although it is reasonable to assume that universities, in drawing up 
mission statements, would naturally build on their existing strengths, Newby’s use of 
‘mission’ in a fashion which is almost synonymous with ‘performance’ does raise a 
number of important questions. If this proposal is realised, and universities are funded 
(and role-limited) by performance, what indicators will be used to judge this 
performance —  in view of the already contentious nature of existing methods of 
assessment? Given that the same institutions generally perform well in both teaching 
and research, would it lead to the generation of a new binary line —  with what Higher 
Education Minister Margaret Hodge described in 1999 as the ‘premier league’ on one 
side, and those universities performing ‘useful social activities’ (cf. THES, 2001) on 
the other?
Although Newby (2001) alluded to institutional discretion when he observed 
that ‘institutions would have to exercise a choice about which game they were going 
to play’, entrance criteria to the research élite based on performance, coupled with 
funding measures designed to deter poorer performing institutions, suggest that little 
choice would exist.
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There are numerous issues arising from these proposals. However, many of these are 
outside the remit of this study. ^
What has become clear from this brief analysis of a possible future for the 
sector is that an understanding of the issues of institutional identity and institutional 
mission is now, perhaps more than ever, of relevance to the higher education sector.
’ For example, questions are raised concerning tlie applicability of current performance indicators in higher education, and 
issues regarding university autonomy are also discussed. Each of these topics constitutes a wide-ranging debate in its own right. 
If such discussions arise in this section, and if they can not be eitlier adequately condensed or dealt with in appropriate detail, 
additional references to key texts are provided by means of a footnote.
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Section I: External influences on institutional textual identity
Section I addresses the following research questions:
• 1(a) Can CAQDAS reveal changes in the University of Surrey’s textual
identity within the same text (its undergraduate prospectus) over time 
(between 1968 and 2000)?
And, if it can ...
• 1(b) What are these changes?
• 1(c) How are they characterised?
• 1(d) Ai'e there any obvious reasons for these changes?
• 1(e) What do these changes signify?
The historical review suggested that the purposes and identities of universities 
have changed primarily in response to external pressures, rather than in response to 
internal developments. The longitudinal case study of the University of Surrey has 
supported this assertion, and the analysis of the 2002 prospectus material from Surr ey 
and other universities suggests that various institutions (however diverse) have 
responded to these external factors in similar ways. The analysis of the Suney 
documentation suggests that four external factors — the economy, the State, industry, 
and competition — have a significant impact on an institution’s textual identity. The 
ways in which these factors might have influenced textual identity are considered 
below.
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The economy
The research suggests tliat some of these external forces exert more influence than 
others. The clearest example of a significant external influence can be found in Figure 
4 in which shows that when unemployment figures rose the university increased the 
prominence of first destination survey results and increased the focus on 
‘employability’ in general within the undergraduate prospectus. There were also 
patterns of increased employment focus during periods of economic recession.
Government and the State
The historical review suggested that it was the Thatcher administration which first 
influenced the role of the university fr om being an ‘assistant’ to the economy to being 
an integral aspect of national productivity (Salter and Tapper, 1994, p. 130), In the 
1980s, as Allen (1988, p. 132) has suggested, ‘servicing the needs of the economy 
[was] seen to be a primary fimction of both teaching and research — perhaps the 
primary function’. Day (1994) went further in suggesting that, by the 1990s, the 
performance of higher education significantly affected how UK business and the 
economy as a whole performed.
The convergence of State aims and textual identity is evidenced most clear ly in 
the prospectus by significant changes in word use following certain shifts in 
government policy. This is particularly noticeable fr om the 1980s onwards. The Jarratt 
Report (1985) pointed to a significant shift in the positioning of universities, and 
called for universities to become ‘first and foremost corporate enterprises’ (p. 22). For 
example, the data show that, after the Jarratt Report, there was an increase in words 
pertaining to corporate managerialism. Other examples include the observation that.
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before the Enterprise in Higher Education initiative, the word ‘enterprise’ had not 
featured in the undergraduate prospectus, and that, post-Dearing, the occurrence of the 
word ‘skills’ increased significantly (from only two mentions in 1992 to thirty-two in 
2000).
The longitudinal data also suggest patterns of change in textual presentation 
close to General Elections. Recent elections have been preceded, or rapidly followed, 
by proposals to overhaul higher education policy. This practice led, for example, to 
the 1988 Education Reform Act and the 1992 Further and Higher Education Act. The 
prevalence of major changes in education policy close to elections raises further 
questions regarding the power relationships between higher education and the State. It 
can be argued that the reforms are a way of manipulating the electorate by raising 
issues before the election, or keeping them quiet until after'wards. Alternatively, an 
election could be seen as a ‘pragmatic’ time for an overhaul, when new ministers have 
taken up their positions and bring fiesh visions for reform.
The influence of the State on the textual identity of universities is
unsurprising, given that the Treasury pays for a lar ge percentage of higher education.
Indeed, many have argued that the State has an understandable claim upon universities
—  to remain responsive to the needs of society (Tapper and Salter, 1997; Johnston,
1998; Henkel, 1997). However, some have suggested that such claims on higher
education by the State have had far* wider implications. For example, in commenting
on State involvement (ostensibly aimed at increasing the employability of gr aduates),
Allen (1988, p. 132) observed:
... in real terms [State involvement] meant laying down policy for 
the rmiversity centrally, controlling student numbers in the interest 
of the economy ... the end of academic autonomy ... selective 
funding of resear ch and closer lirrks with mdustry.
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The longitudinal and the historical review data of the present study suggest 
that the University of Surrey has responded in a variety of ways to the demands of the 
State. Some academics have suggested that the long-term implications of university 
service to the State will result in a fiulher loss o f institutional and individual academic 
autonomy (Henkel, 1997). If so, it could be hypothesised that some universities, for 
example, the ‘Ancients’, might feel more of a pressure to conform to government 
policy than others, such as the ex-CATS (which have always had their roots in 
utilitarianism and serving the national interest). The comparative study (discussed in 
Section II) does support this, showing a degree of variation between institutions in 
responding to the State.
Figures 4 and 5 (in Appendix A) suggest that one key influence on Surrey’s
textual identity has been State policy mediated through HEFCE. Tapper and Salter
(1997, p. 117) make the point that that the difference between policy interventions
direct from the State and those coming through HEFCE is an issue of mere semantics:
“It is widely felt in universities that the funding councils are little 
more than an arm of the State whose stated task is to manage the 
system of higher education according to criteria determined by the 
Government of the day”.
Any impact from HEFCE is observable only from 1992, because it was the 
1992 Act which effectively brought about the end of self-regulation for ‘new’ 
universities (Tapper and Salter, 1997). There were also a number of other variables 
introduced as a result of this Act —  the sector expanded with the eradication of the 
binary line, competition for student numbers increased, and all institutions had to 
compete in recruitment and league tables across the new, supposedly borderless, 
sector.
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The evidence of these changes within the longitudinal data of the present study 
is most noticeable in the 1990s, when HEFCE had increased the importance of 
accountability in the sector, thus influencing the criteria by which universities defined 
themselves. The increasing significance of quality assuiance and public accountability 
in the new ‘audit society’ (Scott, 1997) seems to have led to the performance criteria 
(and the discourse therein) contributing to textual identity. For example, the increasing 
significance given by HEFCE to the results of the Research Assessment Exercise led 
to an increase in research-related content from 1992 onwards, as shown in Figure 5.
To conclude, tlris study has suggested that in recent years, compared with other 
periods in the history of the sector, the influence of government on higher education 
has become more direct, and that this influence is expressed more in economic than 
ideological terms (Van Ginkel, 1994). The proposal to move from awarding 
government research funding by an open bidding process (open to all institutions) to 
limiting research activity to those institutions with a research mission (see Section III), 
suggests that government policy and institutions will become further intertwined in 
future. Such changes in the relationship between the State and universities raise the 
question of whether, to paraphrase Barnett (1994, pp. 88-9), the State should be 
shaping the thinkers or whether the thinkers should be shaping the State.
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Industry
With the possible exception o f the battle between teaching and research for primacy in 
universities, the debate on the role of industry has been one of the most significant and 
long-running in the history of higher education. The issue of whether universities 
should primarily educate scholars or produce employees has its roots outside the remit 
of this study.^ However, both the historical chapter and the longitudinal data presented 
in this study suggest that there continues to be an observable tension within 
universities regarding the role of industry in liigher education. This tension is 
generally expressed in tluee ways.
Lack of ‘disinterestedness’
First, there is perceived to be a lack of ‘blue-sky’ or ‘disinterested research’ (Filmer,
1997, p. 58) — that is, research that is undertaken primarily for its own sake, to
advance existing knowledge, rather than being imdertaken primarily for profit. As
Filmer (1997, p. 58) observed:
The role of the University is to promote disinterested resear ch for its 
own sake ... the social and cultural responsibility of higher 
education is to take a critical stance in relation to collective, societal 
politics, purposes and plans. The conduct of disinterested research is 
vital to this.
Threat to independence and ‘moral suardianshin’
The second issue is a corollary of the first. It concerns the possibility of a threat posed 
to the ‘moral guardian’ role o f higher education (Kerr, 1953) in the fear that industry 
will ‘shape’ and possibly ‘exploit’ higher education for its own ends.
As Bingham (1999) noted:
 ^For additional discussion of this issue see Wright (1990), Scott (1995, p. 54), Pelikan (1992, pp. 67, 72, 73), Filmer (1997, p. 
57), and Bridges (1998, p. 3).
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It is ti*ue that government is encomaging collaboration, but it would 
be a sad day if most of academe were beholden to industry for 
funding research. If all the research workers in the universities were 
in the pay of genetically modified food manufactiuers, where would 
we find independent assessors?
Scholarlv vs. employment outcomes
Finally, there are concerns that knowledge and scholarly outcomes are sacrificed in 
favour of those related to employment. Barnett (1994, p. 99) described what he 
considered to be the Tost vocabulary of higher education’ —  knowledge, critical 
thinking, discovery, and wisdom —  which he argued should be ‘central and 
iiTeducible concepts’ of higher education.
The results of the present study suggest that when the University of SuiTey 
prospectus emphasised the ‘employment cluster’ there was a corresponding decrease 
in the use of words related to the ‘knowledge cluster’. This decrease was not apparent 
with other groups of words. There thus appear s to be a competition for prominence 
between the paradigms of ‘rmiversity for employment’ and ‘rmiversity for 
knowledge’. As noted above, this is an age-old battle which is mostly influenced by 
external factors.
The history of Surrey provides an example of this influence. Battersea 
Polytechnic (the predecessor to the University of Smiey) was formded originally for 
the purpose of general education and trade-craftsmanship (Arrowsmith, 1966). 
However, after World War II, Battersea Polytechnic quickly became involved in 
providing specialist training and in ensuring a skilled workforce. Historically, 
knowledge, abstract thought, and ‘pure’ research were considered to be within the 
remits of the universities and the Royal Societies (see Pelikan, 1992, p. 103, for a 
discussion of abstract learning versus skills training). However, in the post-war'
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period, the borders between the remits of polytechnics, CATs, and universities were 
revised in light o f national manpower needs (see Robbins, 1963, and Rothschild, 
1970, among others).
From 1980 onwards, after the Finneston Report had revealed massive 
manpower needs in engineering, the question of graduate employability became 
especially important for the University of Surrey and the other teclinological 
universities. Due to its history, the University of Suney had, from its outset, adopted a 
cuiTiculum that reflected national employment needs, and was therefore well placed to 
produce highly employable students. Figures 4 and 5 show the priority given to 
employment outcomes, particulaiiy since 1980. The University’s history and 
reputation thus gave it an advantage at times of review, recession, and high 
unemployment. In particular, it had an advantage over a number o f the ‘Plateglass’ 
universities, some of which had opted for curricula based on the social sciences and 
arts (Douglas, 1991).
Figure 4 alludes to the ‘blueprint principle’, which might have represented the 
earliest attempt by the University to pare down to a core mission. The core of the 
Surrey blueprint was ‘employability’. To remain competitive in the economic crisis of 
the 1980s, the University gave special priority to ‘industry acceptable’ outcomes at the 
expense of those outcomes relating to knowledge and culture. In 1982, amid 
unprecedented financial pressures, the university ceased to offer a General Studies (a 
cultural based) course option, hr a bid to ensure ‘market success’ through sufficient 
‘quality’ students, the University enhanced its focus on employability outcomes. It 
increased its close liaison with business, and further adapted the curriculum and 
teaching methods (Douglas, 1991; Arrowsmith, 1966).
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Given the potential impact of industiy on research, knowledge, and the core 
mission of an institution, Barnett’s (1994) concerns about the influence of the State on 
‘thinkers’ can perhaps be transferred to a similar concern about the influence of 
industry on universities. To paraphrase his earlier comment, perhaps we should ask 
whether industry is shaping the thinkers or whether the thinkers are shaping industry?
Competition
The fourth significant factor relates to the increasingly competitive nature of the 
higher education sector — in terms of both student recruitment and funding.
A university prospectus is a key document in determining student recruitment. 
From 1968 until 2000, the prospectus was the most widely used university publicity 
material. Indeed, a study of more than 500 students showed that they paid only ‘scant 
attention’ to sources other than the prospectus (THES, 1994). From 1992 onwards, 
when competition (for student numbers) increased following the abolition of the 
binaiy line, the University o f SuiTey’s prospectus developed a significantly shaiper 
focus on employment (see Figures 4 and 5). The use of the ‘success discourse’ also 
rose by 57% over the sample period 1968-2000/
The introduction o f tuition fees has led to a view among students that their
university education and experience is a ‘product’, and that they are ‘customers’
(Scott, 1997; Henkel, 1997). Scott (1997, p. 41) referred to:
... the desire to make institutions as attractive as possible to 
potential students, now generally reconceptualised as ‘customers’. 
Customer choice now rivals academic selection as a determinant of 
access to liigher education.
‘ From 0.3% in 1968 to 0.53% in 2000.
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Recent research suggests that students are now ‘shopping around’ and 
considering league tables in their decision-making (MORI, 2002). This trend is 
supported in the data of the present study by the increasing use of testimonials and 
league table data within prospectuses from 1992 onwards. In theory, if  students are 
really becoming more aware of what is on offer, they should be more satisfied with 
their higher education experience. However, a significant number of institutions are 
struggling with the concept of higher education as a customer-led service (Sanders, 
1999), and some individuals have suggested that there are negative features in moving 
towards an American customer-focused view. Barrett (1996, p. 70) obseived that it 
was:
... regrettable and ominous that the marketing focus, explicitly 
borrowed from business, should be accepted and even welcomed ... 
the term customer, unlike student, scholar-, learner, or intellectual, 
involves no implications of engaging in the life of the mind, and 
embodies no preference for making intelligent rather than 
imintelligent choices or for proceeding in a disciplined rather than a 
desultor-y or capricious manner.
Barrett (1996, pp. 71, 72) warned that treating the ‘customer as king’ can lead 
to satisfaction for students being little more than ‘contented narcissistic superficiality’. 
He concluded that this ‘is hardly the inspiration for improvements in education’.
This section has identified four- external influences that have affected the 
textual identity of Surrey as presented in its undergraduate prospectus. The following 
section examines what CAQDAS revealed in relation to differences between types of 
documents, differences among types of institutions, and differences occurring across 
the sector over time.
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Section II: What could CAQDAS reveal about University textual 
identity in a comparative study?
Section II examines what the CAQDAS analysis was able to reveal about university 
textual identity as it relates to: (i) different institutions and different types of 
documents; and (ii) differences in textual identity by typology and by performance 
indicator success. By doing so this section addresses the following research questions:
• 2(a) Are there any observable differences or significant similarities
between the textual identities of a selection of institutions?
• 2(b) How do the textual identities of the sample institutions compare
with the textual identity of the University of Surr ey?
• 2(c) Are there any differences or similarities between the textual 
identities of institutions witliin commonly used typological groupings 
of universities?
• 2(d) Into which typological grouping does the University of Surrey’s
textual identity fit most closely?
• 2(e) Is there any observable relationship between an institution’s
mission and performance and its textual identity?
• 2(f) Is it possible to identify differences between the textual identities
presented in the different texts of a single institution (in particular, 
between marketing documents and formal funding council 
submissions); and if  so, what could such differences signify?
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Different types of documents across institutions
The CAQDAS analysis of the formal HEFCE submissions and the undergraduate 
prospectuses demonstrated the variations in the textual presentation of the sampled 
universities, for different audiences. Research was underrepresented in the sample of 
prospectuses whilst it was given a higher priority in the formal documents along with 
the knowledge and cultme theme wliich was also prioritised in the HEFCE documents 
more than it was in the prospectuses.
In relation to the wider duty theme, there were two notable trends in the 
HEFCE documentation. The first concerned geographical, economic support whilst 
the second related to thematic ‘responsibilities’ (for example, ethical or moral 
guardianship).
The important point is the sample examined shows that universities make 
different textual presentations of themselves to different audiences. In communicating 
with funding bodies, the higher education institutions sampled focus on their reseai'ch 
and knowledge related roles. However, within the sample employability outcomes 
and the added value of ‘university experience’ were prioritised to potential students. 
This finding, and the reasons for the multi-faceted nature of university textual identity, 
are explored in greater detail in Section III.
Differences in textual identity by typology and by performance indicator success
By giving varying priority to a range of issues in their undergraduate prospectuses, 
institutions present themselves in a variety of different ways. For example, the 
comparative analysis showed that some institutions used the ‘success discourse’ and 
made reference to employment outcomes more than others. The ‘success discourse’.
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as outlined in the results section, is essentially a marketing device used to boast about 
a university by employing specific words which convey a sense o f quality or 
achievement. In addition, this presentation has been shown to change over time, for 
example Surrey’s use o f the ‘success discourse’ increased by 56% over the sampled 
period.
The data from the sample indicate that it may be possible to group certain 
universities which have similar textual presentations and identify systematically those 
wliich do not. For example, the results section mentioned the similar ity of the Bath, 
Bristol, Kings and Smrey undergraduate prospectuses. It also highlighted the fact that 
the Exeter prospectus contained the least similar- textual identity to that of Smrey.
The ability to identify similarities in textual identities has also been shown to 
extend to commonly used typological groupings. The data suggested that ex-CAT, 
ORM-Élite and ‘Redbrick’ institutions which were included in the sample have 
similar- prospectus textual identities, whereas the ‘Plateglass’ and 1994 Group samples 
differed fr om these. This might be due to the different priorities given to the research 
and employment themes.
Furthermore, comparison of textual identities also enables an assessment of 
which typological group norms are most similar- to any individual institution’s textual 
presentation. It is therefore possible to identify into which typological group an 
institution (in this case Smrey) most closely fits Avithin the samples. The mission 
statement analysis suggests that Smrey’s profile is most like that of the ex-CAT and 
ORM-‘Redbricks’ universities examined and least like the post-1992 imiversities 
sampled. However, the multifaceted natme of textual identity is again apparent as the 
HEFCE profile and 2002 mission statement analyses suggest that Smrey appears most
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like the Russell Group sample and least like those examined from the post-1992 
universities and ex-CAT groups respectively (see Figure 30).
Overall taking account of the textual identity presented in all the various 
documents studied, the analysis suggests that Surrey’s textual identity is most like the 
Russell Group and the ex-CAT sample and least like the post-1992 universities 
examined.
The CAQDAS analysis also highlighted a number of issues regarding existing 
typologies and league tables. In particular, the data suggest that the typologies 
currently used to group institutions do not fully conelate with league table 
performance. An example of this is the fact that Bath and Surrey outperform many 
Russell Group universities with respect to their first destination survey results and in 
providing value for money in research.
Changing espoused missions over time
The results section showed that the CAQDAS analysis had identified changes in 
relation to the prominence of research, teaching, training for employment, and wider 
duty in the espoused missions of the sample between 1995 and 2002.
Most institutions increased the research focus in their mission statements by an 
average of 120%, possibly indicating sector-wide giowth in research ‘mission’. A 
larger study would be required to substantiate this. Clearly these institutions, 
including the University o f SuiTey (which showed a 200% rise) had chosen more and 
more to define themselves and their purpose in terms of research outcomes. The post- 
1992 universities sampled showed notably less research focus —  which might reflect
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their opting out of the ‘research game’. This finding is discussed in more detail in 
Section III,
All the universities sampled gave more attention to their wider societal role 
except Teesside and Bath. Interestingly, no university reduced the prominence it gave 
to this aspect of its role, again suggesting the CAQDAS tool had identified a sector- 
wide change of emphasis. This might be due to the high profile given by the Labour- 
government to widening participation issues. In relation to the knowledge cluster, 
Teesside showed the greatest increase in the prominence given to this theme. 
Although all the other sampled institutions (except Bath) also raised their focus on 
this theme, the greatest change in the use of this cluster occuned in the post-1992 
group. This might have reflected a move towards specialisation by the post-1992 
universities in the sample, given the possibility of a future rejection of their research 
role.
This section has demonstrated the usefiilness of CAQDAS in identifying 
trends in different types of documents and in identifying changes in these trends over­
time. The following section explores some of these findings in more detail, 
particularly as they relate to changes in the idea of university, and in the idea of 
university education. Section III also discusses and draws together some of the macro- 
influences that were discussed in Section I.
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Section III: Additional issues
Section III explores in gi*eater detail tliree important issues highlighted in the previous 
two sections:
• knowledge and employment outcomes in undergraduate education (research 
question 1(d) and (e));
• the possible significance of the differences between official HEFCE university 
documents and undergraduate prospectuses (research question 2(f)); and
• funding and grouping institutions by performance —  some implications drawn 
from an analysis of the behaviour of Surrey (with particular" reference to the 
Russell Group, the 1994 Group, and the ex-CATs).
Change in priorities from knowledge cluster towards employment
The longitudinal data and the historical review demonstrated that there had been 
significant shifts in the priorities given to these two themes by institutions over time, 
hi the past, terms such as ‘scholarly’, ‘wise’, and ‘intellectual’ were used to describe 
the critical ability provided by a university education. Now, however, it is o f interest 
that Cambridge is the only university to retain the word ‘scholar’ in its undergraduate 
prospectus. In recent years the term ‘graduate’ has been used to convey more than the 
fact of having been awarded a degree. Rather, it has come to convey notions of 
‘graduateness’ (Barnett, 1994). The terms ‘graduate’ and ‘graduateness’ (as distinct 
fi'om ‘scholar’, or ‘intellectual’) refer to the uniqueness of the giaduate profile, and are 
commonly used in connection with the notion of skills transferability and 
employability (see for example, HEQC, 1995).
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This shift to the skills paradigm, seemingly at the expense of knowledge and
cultui'e, has recently provoked concern among academics (Sutherland, 1994). In the
2nd Annual Lecture of the Association of University Administrators, Giddens (1999,
p. 2) expressed this concern in these teims:
... there has been considerable pressure recently for HE to be 
redefined in tenns of continuing vocational training and lifelong 
learning. While this is a valuable role it should not be to the 
exclusion of the traditional influence of higher education institutions 
in having a ‘civilising role’.
The change in focus fi'om knowledge and ‘civilising’ to employability (as 
highlighted in Sections I and II of this chapter) might have led to this change in higher 
education discourse.
Significance of differences between official university documents and 
undergraduate prospectuses
An undergraduate prospectus is designed to communicate a specific university role to 
a specific audience. Similarly official university funding documents —  mission 
statements and institutional profiles —  communicate a specific message of identity. 
Of the two types of documents, official university documents are, perhaps, more 
reliable indicators of how a university defines its purpose —  a proposition previously 
discussed in the methodology section.
The lack of resear ch focus in the undergraduate prospectuses could imply that 
undergraduates are not particularly interested in research. Conversely, the high priority 
given to research in the formal documents could imply an awareness o f the 
importance of the RAE and the proportion of fimding available to universities that 
were active in research at the time these documents were produced.
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A well-supported hypothesis (Pelikan, 1992; Day, 1994; Phillips, 1994) is that 
undergraduate research and inquiry is a key element in the development o f the ‘critical 
ability’ which was so prized in accounts of the early university (see, for example, 
Newman, 1854; Leavis, 1948; Arnold, 1973). The lack of emphasis given to research 
in the undergraduate prospectuses of the 2002 sample might reflect a view that 
undergraduate research is not considered important in a modem university. 
Alternatively, it might reflect a more narrow understanding of the word ‘research’ 
itself.
Furedi (2001, p. 19) expressed his concerns about the modern disregard for 
‘research’ when he observed that:
... the growing emphasis on vocation, skills and employability have 
the cumulative effect o f eroding the significance of the objective of 
educating students to develop into intellectuals ... the desire to 
explore ideas, to illuminate topics and to subject them to criticism is 
being lost.
However, it is difficult to prove that the apparent disregard for undergraduate 
research in the prospectuses is a result o f sacrificing scholastic pursuit and the spirit of 
inquiry on the altar* of employability. The difficulty in coming to such a conclusion is 
illustrated by two additional, but apparently contradictory, assertions that have been 
made with respect to research and scholarship. The first assertion is that 
undergraduates tend to do better in departments which rmdertake leading-edge 
research —  as indicated by the positive conelation between RAE and QAA scores in 
the present study. The second assertion, as suggested by Baldwin (1996) and Smith 
and Webster (1997), contradicts the first. Instead of benefiting students, it is argued 
that imdergraduates in some top research departments might actually be at a 
disadvantage. Baldwin (1996, p. 638) explains:
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The research university also faced criticism for neglect of the 
undergi*aduate students ... regular faculty have been given a lower 
teaching load, class sizes have risen, as has instruction by graduate 
student teaching assistants, and promotion decisions [have been 
made] that have gieater weight on research skills and 
accomplishments than on teaching performance.
Smith and Webster (1997, p. 102) echoed these sentiments when they 
observed:
Classes now are too big for individual consideration, tutors too hard- 
pressed to give sufficient personal attention, [and] research 
pressures too acute to allow teaching the priority it merits.
The predominance of the employment cluster in the sample of undergraduate 
prospectuses, as compared with its relative lack of prominence in the sample of formal 
documents, suggests that discussion of graduate employability is perceived as a 
valuable aid in student recruitment, rather than being perceived as a strategic or core 
part of the university’s fiinction. However, evidence from the sampled institutions 
suggests universities are increasingly incorporating employability in their mission 
statements — perhaps in response to the growing importance placed on the first 
destination survey as a performance indicator and component of league tables.
The analysis suggests that many of the knowledge outcomes used in the 
mission statements were generic. A similar phenomenon was discovered by Davies 
and Glaister (1996) in their comparison of mission statements in the public sector and 
the business sector. They concluded that the public-sector organisations, including 
universities, ‘relied over much on what could be considered a generic mission 
statement’ (p. 285). This over-reliance on generic statements was considered by Smith 
and Webster (1997) to be an example of the institutions ‘recoursing to cliché’ and 
displaying ‘immediate self-interest and superficiality’. An alternative explanation
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might be that knowledge-based priorities are not perceived by the universities as being 
important. Then again, it might simply be a reflection of the difficulty of articulating 
knowledge processes and outcomes in a ‘marketable discourse’.
The data suggest that the theme of welfare has increased in prominence at the 
University of SuiTey by 44% since 1966. This can be explained in terms of the 
pressmes of ‘consumerisation’ facing the university sector (BaiTett, 1996). By making 
explicit the support provision available to students, the universities are marketing their 
‘value added’. Universities, said Utley (2001), aie ‘in an era of competition, image is 
everything and the university that rests on its laurels is destined to lose out’. Utley 
goes on to explain that, given the degree of convergence across the sector, universities 
are working to ‘differentiate themselves and offer a more distinct product than their 
competitors’ (p. 10).
The quality-assurance mechanisms within the sector stipulate that the higher 
education product —  the degree qualification —  should be of a recognised and agreed 
level of academic ‘worth’, common throughout the sector (notwithstanding the 
cultural or reputational capital o f individual institutions). Those institutions which can 
demonstrate additional value for the student will therefore gain an edge in the 
competition for undergiaduate applicants. This increased consumerisation, due to 
competition for student places, might be partly responsible for the heightened focus on 
student welfare in fonnal documents.
With the exception of the ex-CAT sample group universities in the sample did 
not afford much prominence to the theme of the ‘wider role to society’ in their 
undergraduate prospectuses. In contrast, the sample of formal documents showed a 
marked rise in the use of this cluster between 1995 and 2002. This might be due to
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intensifying public and HEFCE accountability, and to the government driven focus on 
widening par ticipation.
The data also suggest a growing use of the success discourse among the 
universities sampled. The use of this tool is obviously linked to increased competition 
in the undergraduate recruitment market. An hypothesis of the present study, 
supported by Kotler’s (1985, 2000) strategic marketing model, was that those 
universities which were generally considered to be the most prestigious would make 
least use of this device. To some extent, this hypothesis has been confirmed. The 
sampled institutions generally accepted to be within the ‘élite’ grouping (Cambridge, 
Bristol, and Warwick) used the device less in their 2002 prospectuses than the other 
institutions in the sample.
However, the converse is not tr ue. The two sample groups at the other end of 
the ‘quality spectrum’ (the post-1992 group) were not the highest users of this device. 
In fact, a mid-league institution, Smi’ey, utilised the device most in the prospectus. It 
is possible that Surrey, being in the middle of the continuum, considers the ‘élite’ to 
be within its grasp, and aspires to improve its rating.
However, there is a hypothesis which relates to actual competition for student 
numbers (rather than prestige). Perhaps those universities which enjoy the greatest 
demand for their undergiaduate places used this device the least. This hypothesis 
would explain why Suirey used the discourse most (having the lowest application to 
places ratio), but the distribution of the discomse among the remaining sample does 
not support a wider hypothesis beyond this assertion (see Appendix B).
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Funding and grouping institutions by performance
With respect to the question of funding and grouping institutions by performance, 
some inferences can be drawn from an analysis of the behaviour of Suney (with 
particular reference to the Russell Group, the 1994 Group, and the ex-CAT samples).
This study has shown that the problems inherent in any attempt to group 
institutions include the following:
1. There will always be exceptions to the grouping, or institutions which 
claim to be exceptions. Examples of this include Surrey (wliich 
outperforms its cluonological set in FDS) and Warwick (which 
outperforms the 1994 Group in RAE). Each of these universities does not 
fit neatly within the grouping into which it is usually allocated.
2. The rules that determine the performance indicators, which in turn 
determine positions within the gr oupings, are reviewed periodically, and an 
element o f ‘game-playing’ occurs. This occurs, particularly with the RAE.
3. The value of reputational capital seems to tr anscend performance. That is, 
students might perceive intangible benefits in attending an institution that 
is viewed as ‘prestigious’ —  regardless of its most recently published 
performance indicators. Compare, for example, the first destination sruvey 
data scores. The University of Surrey has consistently scored highly, but is 
still perceived as being less attractive to students than the older and ‘élite’ 
Bristol (see Appendix B).
4. Performance indicators can assimilate only a snapshot of performance in 
one aspect of university activity, whereas much of university activity is
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multi-faceted, interlinked, and continually changing. For example, issues 
regarding widening participation and teaching are interwoven.
5. Finally, it is possible that the process of being placed in a grouping creates 
a change in institutional behavioru", thus confounding the typology. For 
example, (to be in accordance with its contemporaries), a university in the 
Russell Group might change the way in which it describes its mission.
The following discussion therefore examines findings within the data which 
suggest that there is not necessarily a definitive correlation between institutional 
performance (as measured by performance indicators) and the group into which the 
institution is placed. The discussion also highlights concerns within the sector 
regarding the validity of some previous performance profiles, and calls into question 
the suitability of these measures as funding determinants.
As accurately predicted by Barnett (1992, p. 3) the State has favoured 
performance indicators as a means of assessing quality. This is despite the fact that it 
is generally accepted that there is a degree of ‘juggling and game-playing’ or ‘playing 
to the rules’ (Tight, 2000) in relation to performance indicators and league tables. 
Recent studies of the RAE show evidence of what Talib and Steele (2000, p. 9) 
described as ‘creative submission’, a finding which concurred with Glass et al. (1996) 
who observed ‘that scope for gaming was significant’ (p. 85).
Examples of ‘game-playing’ include strategic employment contracts, 
employing ‘research stars’ (Smith and Webster, 1997; Sanders, 2000), and designating 
some staff ‘research active’ wliilst discoimting others as befits the formula. The 
evidence suggests that this formula is learnt, as evidence by the fact that the sample of
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universities which participated in the pilot RAE later performed substantially better in 
the sector-wide exercise than those which were new to the process. Those that had 
participated in the pilot RAE effectively had an unfair advantage because they 
imderstood how to maximise their strengths and how to achieve the best score with 
their submission. (See Goddard, 2001b, and Elton, 2001, for descriptions of other 
ploys and tactics.)
Although the academic community considers the procedures to be flawed, 
universities are still grouped together on the basis of RAE performance. Of these 
performance groupings, league tables have the highest profile. However, according to 
the 2001/02 HEFCE proposals, institutions may be grouped and funded more 
selectively by mission and performance indicators. In addition as a MORI (2002) poll 
indicated, league tables play a significant role in the decision-making of potential 
students, especially high-achieving students. The following section therefore explores 
the issues regarding grouping by mission and performance, with particular reference 
to the University of Surrey.
The two main groups of interest in this aspect of the study are the Russell 
Group and the 1994 Group, because universities have chosen to belong to these 
categories, rather than having the typologies imposed upon them. The Russell Group 
is made up of the UK’s élite research-led universities, whereas the 1994 Group claims 
to share a commitment to resear ch excellence (Goddard 2001a). Surrey is a member of 
the 1994 Group, which also has Warwick among its more prestigious members, with 
Warwick also being a member o f the Russell Group.
The distinction between the 1994 Group and the Russell Group (even with 
War wick being a member of both) is not determined by age, because the majority of
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the other universities were founded long before Warwick. Nor is it based piuely on the 
size o f research-led universities, because Durham has a higher number of 
undergraduate students (10,225) than Kings (9,445) and Warwick (8,569) (source: 
UCAS, 2001). This analysis suggests that research performance, textual identity, and 
mission are more significant common denominators in these two groups. However, 
this suggestion is not without its problems because performance is as multi-faceted as 
identity.
The behaviour of the University o f Surrey raised some interesting questions 
regarding the measurement of performance. First, Surrey provides the most value for 
money in terms of research for both industry and the State and also enjoys the most 
profitability from research activity (see Appendix B). Indeed, it performs ‘head and 
shoulders above the rest’ of the Russell Group and the 1994 Group of universities 
(Goddard, 2001a). The question thus arises as to how much the notion of ‘research 
performance’ takes into account issues such as value for money.
Although Surrey has successful outcomes in this regard and in a number of 
other relevant performance indicators, an examination of HEFCE profiles raises the 
question of whether SuiTey has attained the ‘gravitas’ of some of the Russell Group 
institutions. Indeed, could it ever do so?
Although the research that Surrey undertakes for industry and the State 
represents the best value for money, does this ‘value’ extend any further? Does it 
extend to consumers? Does a Surrey degree have as much (or more) value than a 
‘Redbrick’ or ‘Ancient’ university degree?
The answers to these questions are complex and multifaceted. From one 
perspective, a Suney degree does have more value — because Surrey graduates are
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more likely to find employment than graduates from a number of the ‘Redbricks’ 
(based on 2001 FDS data, see Appendix B). However, employment success is more 
than securing employment on graduation. Issues of social mobility and long-term 
career progression are also relevant, and in this regard tradition and reputation carry a 
premium (Pettifor, 2001). There are inherent intangible benefits to graduands of an 
élite institution, and this adds a layer of complexity to the simple performance 
indicators. The added value of reputational capital and social mobility must also be 
considered. A regression analysis of 1995 applications suggested that the age of the 
institution was a core decision-making factor for potential students (Utley, 1995).
Having developed fiom originally being a polytechnic and then a CAT the 
University of Surrey could be assumed to have a close affinity with the ex-CAT 
sample. Currently Surrey uses the same type of writing to attract undergraduates as do 
the sample group of ex-CATs. However, Surrey outperforms the mean scores of the 
ex-CAT group in many of the league tables (especially in the 2001 RAE and FDS). In 
terms of perfoimance, therefore, SuiTey does not appear to fit within this group. 
However, in some league tables, the University of Surrey fares less well. In paif icular, 
it does not perform as well in terms of numbers of undergraduate applicants. 
Compared with the mean numbers o f applicants to the 1994 Group and the ex-CAT 
imiversities, Surrey is appaiently less attractive to students — even though many of 
the 1994 Group and ex-CAT universities are not performing as well in teaching, 
research, or employability (based on 2001/02 figures. Appendix B refers).
Historically, the University of Suney has competed against ex-CATs. Despite 
having outperfoimed many of them in selected performance indicators (for example, 
Surrey’s mean RAE score in 2001 was 5.83, compaied with the ex-CATs’ 5.3), Suirey
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is a less populai* choice for applicants. It has been suggested'^ that this is partly due to 
the restricted range of disciplines offered by Surrey, although this factor also applies 
to a number of institutions within the ex-CAT gi'oup. It might also be due to a 
perception that the cost of living is higher in Surrey, and to the fact that Guildford, 
where the university is based, carries little of the prestige of some of the older 
university towns. In addition, Guildford does not have the attractions of some of the 
larger student towns.
The entrance standards required of potential undergraduate students also 
separate the University of Surrey from the typology sets to which it belongs. The 
University of Surr ey accepted students with significantly lower A-level points than did 
the two comparator gioups —  requiring only 19.9 points compared with the 1994 
Group’s mean requirement of 22.5 and the ex-CATs’ mean of 20.12. Despite this, 
Suirey managed to outperform the ex-CATs by producing 55.8% of students with 
first-class or upper-second degrees, compared with the ex-CATs’ mean score of 
54.65%. However, Surrey did fall short of the mean 1994 Group score of 62.7% (see 
Appendix B).
The textual analysis shows that, since the 1980s, the University of Suirey has 
given increasing prominence to the employment cluster, and the 2001 FDS data 
confirm that the university produces very high numbers of ‘employable’ graduates, 
despite its relatively low reputational capital. For thirty years, the university has 
sought to develop and promote such ‘training for employment’, and this brings 
significant benefits to undergiaduates and industry. In addition, the university
 ^From an infomial conversation with the Head of Marketing at tlie University of Surrey 2001.
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provides good-quality (top-quartile) research, with the best value for money, which 
also benefits the State and industiy.
As a result of the 2001/02 HEFCE proposals, led by Newby, a ‘performance 
profile’ such as tliis could be placed in an ambiguous position —  paificulaiiy if 
existing performance indicators are used to differentiate among institutional 
‘missions’. For example, it is possible that the top twenty RAE-scoring institutions 
could be designated as the ‘research universities’. This is not an unreasonable 
supposition, in light of two important facts:
• that the top five institutions currently take 30% of all the Govermnent 
funding allocated for research (Sanders and Thomson, 2001); and
• that the government has a preference for keeping research excellence 
concentrated —  as observed by Hodge (2001): ‘the Government [does not] 
want too many in the premier division’.
If this were to happen, the University of Suney, despite being ranked number 
25 in the UK in the 2001 RAE (THES, 2001), would not be classified as a ‘research 
university’. This would occur even though the university offers the best value for 
money, and even though approximately 60% of active research staff members work in 
five or five-stai' departments. Such an eventuality would require a fundamental ‘re- 
tliink’ of the university’s future direction.
This hypothetical example emphasises the potential impact that the State can 
have on the mission, textual identity, and future of an institution. It also highlights the 
fact that the behaviour', identities, and missions of some universities have become so
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multi-faceted that institutions can not easily be placed into any typological group on 
the basis of performance alone.
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Summary
This chapter has addressed a number of issues arising from the research. This 
summary section draws these themes together and relates them to the research 
questions.
The introductory section revisited the four themes of university identity and 
the basis of commonly used groupings o f universities. The discussion noted in 
par ticular the recent attempts to group universities by performance and mission which 
had arisen as a result o f sector-diversity and funding the achievement of widening 
participation targets. It was noted that the Higher Education Funding Council for 
England’s consideration o f mission as the basis for differential funding utilised an 
imusual sense of the word ‘mission’, relating as it did to fiinding on the basis of past 
or current performance rather than future intention. It was also noted that this 
proposal was similar to the tiered higher education system in the United States. The 
section closed by pointing out that the understanding of institutional identity and 
mission was perhaps of greater relevance than ever to the higher education sector.
Section I reviewed the influencers of change on institutional textual identity 
over time. The section concluded that CAQDAS could not only reveal changes in an 
institution’s textual identity over time (research question 1(a)), and identify what 
those changes were (research question 1(b)), but that it could also identify a number of 
specific external catalysts which appeared to significantly influence these changes 
(research question 1(d)). The discussion pointed out that the role and textual 
presentation of universities changes primarily in response to external, rather than 
internal, pressures. Four major sources of external influence were identified: (i) the
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economy; (ii) the State (through the funding councils); (iii) industry; and 
(iv) competition.
Section H examined the CAQDAS analysis of the sector-wide sample 
documents, in order to address research questions 2(a) to 2(f), The analysis showed 
that the institutions sampled provided themselves with different textual presentations 
by varying the relative prominence they give to a range of issues in their public 
documents, for example the CAQDAS tool was able to identify that some institutions 
used the ‘success discourse’ and reference to employment outcomes more than others 
(research question 2(a)). In examining the interplay between teaching, research, 
knowledge and culture, and a wider duty to society (research question 2(f)), it was 
suggested that universities had emphasised different facets of their role, depending on 
the audience being addressed. For example, employment outcomes were given far* 
greater prominence in the undergr aduate prospectuses than in the formal documents, 
such as mission statements. A further difference in institutional presentation 
concerned the disproportionate use of research-related words in formal documents 
compared with undergraduate prospectuses. It was suggested that this represented a 
departure from traditional thinking about universities (Pelikan, 1992), by inferring that 
undergraduate level research is not perceived as an important part of the university 
experience.
There followed a discussion of the grouping of institutions of similar textual 
identities (research question 2(b)) and the differences between classifications 
generated in this way and other commorrly used typological groupings (research 
question 2(c)). The case study material of the University of Surr ey was considered in 
relation to these issues and it was noted that Surrey’s undergraduate prospectus was
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most similar* to that of Bristol and Kings and least similar to that of Exeter (research 
question 2(b)). It was further noted that, when considering fit with common 
typological groupings across all the analysed documentation, the Surrey textual 
identity fitted most neatly with that of the Russell Group and the ex-CAT sample 
group and was least like that of the post-1992 universities examined (research 
question 2(d)).
The league table rating of institutions within the common typological 
groupings was examined to illustrate the relationship between perfor*mance and these 
classifications. It was noted that the typologies currently used to group institutions did 
not fully correlate with league table performance scores (research question 2(e)).
Finally, the changes over time in the mission statements that had been 
identified were discussed. It was noted that the CAQDAS software had facilitated the 
identification of what appeared to be two sector-wide changes. The first concerned 
the increasing research and societal role focus in the sampled institutions’ mission 
statements, and the second related to the division of the post-1992 sample group from 
the rest of the institutions examined in terms of textual identity and focus of mission 
statement.
Section III explored in greater detail tluee specific issues arising from the 
previous discussion. The first concerned the changing prominence of knowledge and 
employment outcomes which the CAQDAS analysis had identified in the sample of 
undergraduate marketing material. It was noted that a number of academics had 
expressed concerns in relation to what appeared to be a fundamental shift in the nature 
of the university’s role in society from being a scholarly and civilising influence to 
producing employable graduates under a skills paradigm.
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The second issue explored in Section III concerned the significance of the 
differences between the official and the mai'keting documents. The reasons for the 
relatively low focus on research within the sampled undergraduate prospectus were 
considered. It was noted that this might constitute a further reflection of the changing 
nature of the university, as undergiaduate study moves away from the development by 
research of the critical abilities so prized in accoimts of the early university. However, 
a counterargument was noted, which was that undergraduate teaching may actually be 
hindered by the single-minded focus of academics in top-quality resear ch departments.
The growing use of the success discourse at the University of Surrey was also 
discussed in this section. It was asserted that the utilisation of this discourse by a mid­
range institution may constitute an attempt to improve their rating in the context of a 
competitive market and the need for differentiation within the sector.
The third issue considered in Section HI concerned the funding and grouping 
of institutions by performance. The chapter considered a number of problems with 
currently used typologies which had been highlighted by the analysis. These included: 
exceptions to the norm; changing rules and game-playing; and the facts that 
reputational capital appear s to transcend performance, and the typologies ignore the 
multifaceted nature of institutional performance. In this context, the chapter discussed 
data which showed a number of disjunctures between institutional performance and 
typological grouping placement (research questions 2(c) and 2(e)). By identifying the 
low degree of similarity in behaviour* within typologies, and the fact that most 
institutions did not fit comfortably with the group averages of performance, the 
section illustrated the multi-faceted nature of institutions and the lack of 
interconnectedness between typological groupings.
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The relative value of the university product (in tliis case, the undergraduate 
degree) from different institutions/typological groups was also considered and the 
implications for the University of Surrey were discussed. The section noted that, 
although many in the academic community considered the assessment procedures to 
be flawed, higher education institutions continue to be grouped together on the basis 
of RAE performance. This consideration is relevant for two typological groups in 
particular, the Russell Group and the 1994 Group, as they are categorisations which 
the member institutions themselves have chosen. The analysis showed that research 
performance, and mission appeared to be determining factors in relation to 
membership of these groups. However, performance is multifaceted and although 
Surrey exceeded the performance thresholds in relation to certain aspects of research 
work, it still did not appear to have attained the gr avitas of the Russell Group, hr light 
of the discussion regar ding differential funding by mission, the question was asked as 
to whether Surrey’s future was unsiue. Even though it provides best value for money 
in research and has a high number o f staff in well-regarded resear ch departments, it 
might still not attain the research élite.
However it is not just the future of a single institution which could become 
unclear*. At the start of 2002, the sector* having moved from an élite to a mass system 
in less than a generation, is under intense scrutiny from a government, which is 
anxious to meet a par*ticipation target of 50%. The CAQDAS and historical analysis 
has shown that such pressures affect what institirtions say about themselves and 
influence their prioritisation of their* knowledge and cultur e, research, and training for 
employment roles and their perspective on their wider duty to society. These pressures 
will therefore shape the future textual identity of the sector.
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Suggestions for further research
Future research might usefully explore whether a CAQDAS analysis can accurately 
trace the development of the higher education discourse in the twenty-first century. 
This could involve an examination of key higher education policies and academic 
texts in an attempt to ascertain the origins and derivation of the language used to 
convey higher education concepts. Discourses regarding teaching, learning, skills, and 
so on could be studied in this regard.
A further research topic o f interest might be an exploration of whether there is 
evidence of an emerging federal identity amongst the University of Surrey and the 
former Roehampton Institute, London (now together known as the Federal University 
of Surrey). This might involve an analysis o f the changes that have occurred in the 
identities, including textual, o f the University o f Surrey and the University of Surrey 
Roehampton.
Another area for future study is an examination of other dimensions of 
university identity. In particular investigating how a university’s identity is perceived 
by students, by staff, and by prospective applicants and investigatmg how these 
perceptions compare with the institution’s textual identity.
A wider study could examine university identity nationally and internationally 
In particular the idea of a UK and Emopean higher education identity could be 
explored, and the differences which exist between the UK, European and worldwide 
imiversity identities could also be assessed.
Mary Dickinson 
June 2002
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Figure 1: Triangulation of method
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Figure 2: An example of word group searching from the CISAID manual
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Figure 3: Lexical analyses available using CISAID
Lexical Analysis Options
Select a method. The description appears below. Then select Next to proceed
Com pares frequencies of words in two docum ents. User se lec ts  the 
speokers to include. Show s chi sqr and graphs data
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C" Word group correlation matrix
Cancel More Infomation
254
Data presentation
255
mm
a -f-
LU Ql‘
«a aj <
t+< '*'> O .0 CQ S H £l l i§ i l s l
13 RIf
l ï i
à œ
E û
11 ■ E ■«
§
u  C
i l l l
3J03S V3M io a6B)U33jad
CL O  I—I H-, U  > üC 3  OC OC LU >"
256
gE
1c.£
—' .c
E gc sai
(JU
3zn
C'
3fiutJ■3
g
= ;
ÿ  -
36£
gg-
2a.
c@
313
I
■OS
ooo
00\oo\t
3C/5
JS
3S3VS%MC"S2
1/5
2
30£
( p s i e a jo  j a s n )  p a p o a  )x a )  ; o  a 6 e ) u a o ja d
2 5 7
3.000
2.750
0.250
0.000
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League tables 2001 Graduate First Destination Suitcy
Ail UK-domiciled first degree graduates taking up all forms of employment or further 
study/training in 1998-99 as a percentage of those with known destinations. Includes 
all employment in the UK and overseas but not individuals who declared themselves 
unavailable (Source; THES, 2002)
Institution %
Nottingham Trent 98.
Hull 97.2
Warwick 96.7
U M ST 96.7
Newcastle-upon-T yne 96.7
Oxford 96.3
Kingston 96.2
Exeter 96.2
Imperial 96.1
Cardiff 96.1
Sussex 96
Sheffield 96
Manchester 96
Cambridge 96
Robert Gordon 95.9
Queen’s Belfast 95.9
Nottingham 95.9
Swansea 95.8
Surrey 95.7
Stirling 95.7
Reading 95.7
Luton 95.7
Leeds 95.7
Bristol 95.6
Queen Mary 95.5
Kent 95.5
Glasgow 95.5
Central Lancashire 95.5
Strathclyde 95.4
King’s 95.4
Birmingham 95.4
Bath 95.4
Sunderland 95.3
Portsmouth 95.3
Hertfordshire 95.2
Harper Adams 95
Salford 94.9
Loughborough 94.9
LSE 94.9
Lancaster 94.9
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Dundee 94.8
City 94.8
Edinburgh 94.7
Aston 94.7
Bmnel 94.6
St Andrews 94.5
Brighton 94.5
Oxford Brookes 94.4
Heriot-Watt 94.4
Sheffield Hallam 94.3
UWE 94.2
Northumbria 94.2
UCL 94.2
Goldsmiths 94.2
Liverpool 94.2
Aberystwyth 94.2
Glasgow Caledonian 94.1
Aberdeen 94.1
Keele 94
Manchester Metropolitan 919
Royal Holloway 93.9
East Anglia 93.9
Leicester 93 8
Northampton 93.7
Bournemouth 93 6
York 93.4
Bradford 93.2
Napier 93
Huddersfield 93
Worcester 92.8
Glamorgan 92.8
Bangor 92.8
Liverpool John Moores 92.7
Essex 92.7
Chichester 92.7
SuiTey Institute 92.6
London Guildhall 92.6
Plymouth 92.5
Canterbury Christ Church 92.5
Lincolnshire & Humberside 92.4
Middlesex 92.3
Central England 9Z3
Staffordshire 92.2
Buckingham Chi Items 92.2
Southampton 92
Coventiy 91.6
Queen Margaret 91.3
Greenwich 91.3
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U of Wales Inst, 91.3
Ulster 91.2
North London 91.2
Newport 91.2
Leeds Metropolitan 91.2
Westminster 91
Teesside 90.9
Derby 90.8
Anglia 90.6
Durham 90.5
SOAS 89.8
Bath Spa 89.7
Thames Valley 89.4
De Montfort 89.1
Wolverhampton 87.9
South Bamk 87.6
Lampeter 87.3
Abertay Dundee 85.5
Paisley 85.2
East London 80.6
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League tables 2001 Teaching assessment
Based on mean of all subject reviews and secondary education subject scores across 
the institution as published by the flmding councils, QAA and OFSTED up to July 
2000. Non-numerical scores were assigned a numerical value based on the 
proportions achieving each score. Scottish and Welsh results were translated 
differently where they preceded the English assessment so as to allow for grade drift. 
Maximum possible score is 24 (Source: THES, 2002).
Institution Score
Cambridge 22.4
York 22.2
Harper-Adams 22
Imperial 22
Oxford 22
St-Andrews 22
Warwick 21.9
Glasgow 21.7
UCL 21.7
LSE 21.6
Loughborough 21.6
Sheffield 21.6
Edinburgh 21.5
Nottingham 21.5
Queen-Margaret 21.5
Bristol 21.4
Durham 21.4
SOAS 21.4
Stirling 21.4
Strathclyde 21.4
Aberdeen 21.3
Birmingham 21.3
Lancaster 21.3
Newcastle-upon-Tyne 21.3
Queen-Mary 21.2
West-of-England 21.2
Essex 21.1
Kingston 21.1
Royal-Holloway 21.1
Manchester 21.1
Northumbria 21.1
Queen’s-Belfast 21.1
Swansea 21.1
Cardiff 21
Dundee 21
Hull 21
Leeds 21
King’s 21
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Oxford-Brookes 21
Reading 21
Southampton 21
Bangor 20,9
Leicester 20.9
Aberystwyth 20.8
Aston 20.8
Bath 20.8
Liverpool 20.8
U-of-Wales-Inst-Cardiff 20.7
Chichester 20.6
Exeter 20.6
Glasgow-Caiedonian 20.6
Heriot-Watt 20.6
Kent 20.6
Sheffield-Hailam 20.6
UMIST 20.6
Bath-Spa 20.5
Brunei 20.5
Canterbury-Christ-Church 20.5
East-Anglia 20.5
Manchester-Metropolitan 20.5
Plymouth 20.5
Brighton 20.4
City 20.4
Glamorgan 20.4
Keele 20.4
Sussex 20.4
Luton 20.3
Paisley 20.3
Robert-Gordon 20.3
Surrey 20.3
Ulster 20.3
Westminster 20.3
Abertay-Dundee 20.2
Central-Lancashire 20.2
Lampeter 20.2
Portsmouth 20.2
Coventiy 20.1
Hertfordshire 20.1
Nottingham-Trent 20.1
Salford 20.1
Anglia 20
Napier 20
Sunderland 20
Greenwich 19.9
Staffordshire 19.9
Liverpool-John-Moores 19.8
Appendix B (ii)
Performance Indicator Data
296
Middlesex 19.8
Wolverhampton 19.8
Goldsmiths 19.7
Bradford 19.6
Central-England 19.6
De-Montfort 19.6
North-London 19.6
Northampton 19.6
Teesside 19.6
Newport-College 19.5
Worcester 19.5
Huddersfield 19.4
London-Guildhall 19.4
South-Banlc 19.4
Derby 19.3
Leeds-Metropolitan 19.3
Buckingham 19.2
East-London 19.1
Surrey-Institute 19
Lincolnshire-&-Humberside 18.9
Thames-Valley 18.7
Bournemouth 18.5
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Research Assessment Exercise 2002 (Source; THES, 2002)
RAE Score
1 University of Cambridge 6.69
2 Imperial College 6.68
3 University of Oxford 6.58
4 London School of Economics 6.46
5 Institute of Cancer Research 6.25
6 University of Warwick 6.20
7 University College London 6.19
8 Cardiff University 6.11
9 University of Manchester 6.09
10 University of Essex 6.05
11 University of Southampton 6.03
=12 University of Durham 6.00
=12 London School of Hygiene & Tropical 
Medicine
6.00
14 Lancaster University 5.99
15 University of Sheffield 5.97
=16 University of Edinburgh 5.96
=16 University of Bristol 5.96
18 University of York 5.93
=19 University of St Andrews 5.92
=19 University of Bath 5.92
21 Royal Holloway, University of London 5.89
22 Royal College of Art 5.88
=23 King's College London 5.85
=23 University of Birmingham 5.85
25 University of Surrey 5.83
26 University of Leeds 5.77
27 Birkbeck College 5.72
28 UMIST 5.71
29 University of Glasgow 5.69
30 School of Oriental and Afi ican Studies 5.68
31 University of Sussex 5.65
32 University of Newcastle 5.63
33 University of Dundee 5.62
34 Aston University 5.60
35 University of East Anglia 5.59
36 University of Exeter 5.57
37 University of Nottingham 5.56
38 University of Reading 5.53
=39 University of Salford 5.52
=39 Loughborough University 5.52
41 University of Liverpool 5.51
42 Goldsmiths College 5.48
43 University of Stirling 5.34
Appendix B (iii)
Performance Indicator Data
299
44 University of Strathclyde 5.30
45 Queen's University, Belfast 5.28
46 University of Kent 5.27
47 University of Leicester 5.25
48 Queen Mary, University of London 5.24
49 University of Aberdeen 5.19
50 University of Wales, Bangor 5.18
51 University of Wales College of Medicine 5.16
52 Bmnel University 5.12
53 University of Hull 5.06
=54 Heriot-Watt University 5.02
=54 University of Bradford 5.02
=56 Keele University 5.00
=56 University of Wales, Lampeter 5.00
58 St George's Hospital Medical School 4.98
59 City University 4.93
60 University of Wales, Aberystwyth 4.86
=61 University of Wales College, Newport 4.81
=61 Edinburgh College of Ait 4.81
=63 University of Ulster 4.78
=63 Cranfield University 4.78
65 University of Wales, Swansea 4.77
66 Open University 4.64
=67 Sheffield Hallam University 4.54
=67 De Montfort University 4.54
69 University of Plymouth 4.51
70 University of Portsmouth 4.46
71 Manchester Metropolitan University 4.39
72 University of Wales Institute, Cardiff 4.37
73 University of Surrey Roehampton 4.34
74 University of Westminster 4.29
75 South Bank University 4.26
76 University of the Highlands and Islands 4.25
77 University of Gloucestershire 4.21
78 Nottingham Trent University 4.17
79 St Mary's College 4.15
80 University of Brighton 4.11
81 Kingston University 4.09
82 Middlesex University 4.02
83 University of the West of England 4.01
84 University of Huddersfield 4.00
85 Oxford Brookes University 3.98
86 Liverpool John Moores University 3.97
=87 Napier University 3.92
=87 University of Sunderland 3.92
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89 Glasgow Caledonian University 3.89
90 University of Greenwich 3.86
91 University of Central England 3.82
92 Leeds Metropolitan University 3.78
=93 University of Hertfordshire 3.76
=93 Falmouth College of Arts 3.76
=93 University of Central Lancashire 3.76
96 University of East London 3.74
97 University of Glamorgan 3.69
98 University of North London 3.68
=99 University of Northumbria 3.66
=99 King Alfred's College, Winchester 3.66
101 University of Wolverhampton (100) 3.64
102 Bath Spa University College 3.62
103 University of Abertay Dundee 3.58
104 Staffordshire University 3.57
=105 Coventry University 3.56
=105 Bretton Hall 3.56
107 Bournemouth University 3.53
=108 University of Teesside 3.48
=108 London Guildhall University 3.48
110 University of Luton 3.47
111 Queen Margaret UC Edinburgh 3.44
112 Buckinghamshire Chilterns UC 3.43
113 Westhill College 3.39
114 Robert Gordon University 3.36
115 University of Lincoln 3.28
=116 Dartington College of Arts 3.27
=116 Chester College of Higher Education 3.27
118 Canterbury Christ Church UC 3.24
119 University of Paisley 3.22
120 Trinity & All Saints 3.21
121 Anglia Polytechnic University 3.18
122 St Martin's College 3.10
123 University College Northampton 3.05
124 College of St Mark & St John 3.04
125 Bolton Institute of Higher Education 3.03
126 Edge Hill College of Higher Education 3.00
=127 University College Chichester 2.85
=127 University of Derby 2.85
129 University College Worcester 2.84
130 Liverpool Hope 2.81
131 North East Wales Institute 2.76
132 Southampton Institute 2.50
133 Trinity College 2.41
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134 York St John College 2.40
135 Swansea Institute of Higher Education 2.35
136 Thames Valley University 2.09
302
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Institution Rank 
order no 
from LPNs
Rank 
order % 
LPNs
all
LPNs
% from 
LPNs
RCN Institute 132 132 1 0
College of Guidance Studies 133 133 0 0
Birkbeck 98 131 79 1
Royal Free Hospital School of Medicine 131 130 2 2
UMDS Guy's and St Thomas's Hospitals 110 128 30 4
Royal Veterinary College 130 129 3 4
University of Oxford 77 123 166 5
University of Bristol 86 124 124 5
Imperial College 102 125 68 5
Central School of Speech and Drama 125 126 8 5
Royal Academy of Music 129 127 3 5
University of Exeter 83 118 142 6
University of Bath 99 119 77 6
Wye College, University of London 124 120 10 6
Wimbledon School of Ait 126 121 8 6
Royal College of Music 128 122 5 6
University of Cambridge 66 114 197 7
University College London 73 115 170 7
London Sch of Economics & Political Sci 107 116 37 7
Harper Adams University College 116 117 16 7
University of Southampton 54 106 282 8
University of Warwick 68 107 186 8
University of Reading 74 108 168 8
Royal Holloway, University of London 91 109 104 8
Cranfield University 115 110 16 8
Ravensbourne College 120 111 12 8
St George's Hospital Medical School 121 112 12 8
Royal Northern College of Music 127 113 7 8
School of Oriental and African Studies 106 104 38 9
University of London 118 105 16 9
Loughborough University 60 96 228 10
King's College London 61 97 215 10
Bournemouth University 63 98 201 10
Queen Mary and Westfield College 69 99 182 10
The Surrey Inst of Art & Design Univ Col 96 100 83 10
St Maiy's College 101 101 71 10
Bishop Grosseteste College 113 102 24 10
Dartington College of Arts 114 103 17 10
Open University 1 82 3550 11
University of Birmingham 40 83 387 11
University of Newcastle upon Tyne 48 84 335 11
Kingston University 49 85 333 11
Appendix B (iv)
Performance Indicator Data
304
Brunei University 53 86 297 11
Oxford Brookes University 56 87 251 11
University of East Anglia 70 88 179 11
University College Chichester 82 89 146 11
City University 87 90 116 11
King Alfred's College, Winchester 89 91 106 11
Bath Spa University College 92 92 98 11
Falmouth College of Arts 105 93 41 11
Nomich School of Art & Design 112 94 25 11
Rose Bruford College 117 95 16 11
Roehampton Institute 65 75 198 12
The London Institute 67 76 189 12
Aston University 71 77 177 12
University of York 78 78 165 12
UMIST 80 79 158 12
University of Essex 88 80 113 12
School of Pharmacy 119 81 14 12
University of West of England, Bristol 20 65 675 13
University of Leeds 27 66 580 13
University of Manchester 29 67 537 13
University of Westminster 41 68 372 13
University of Durham 44 69 358 13
University of Brighton 45 70 345 13
University of Sussex 57 71 247 13
Cheltenham and Gloucester CHE 58 72 233 13
Loughborough College of Art & Design 108 73 37 13
Trinity College of Music 123 74 10 13
University of Portsmouth 38 58 401 14
London Guildhall University 52 59 325 14
University of Kent at Canterbury 62 60 211 14
Goldsmiths College 79 61 160 14
University of Surrey 84 62 137 14
College of St Mark & St John 93 63 98 14
Writtle College 109 64 35 14
University of Plymouth 31 55 520 15
Southampton Institute 34 56 483 15
University of Leicester 51 57 326 15
Middlesex University 23 50 649 16
University of Nottingham 35 51 467 16
University of North London 36 ^  52 454 16
Lancaster University 43 53 361 16
Trinity & All Saints 90 54 105 16
South Bank University 28 43 557 17
Buckinghamshire Chilterns University 
College
55 44 279 17
St Martin's College 72 45 171 17
College of Ripon & York St Jolin 76 46 166 17
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North Riding College 97 47 82 17
Kent Institute of Ait & Design 100 48 71 17
Homerton College, Cambridge 111 49 29 17
Leeds Metropolitan University 14 36 776 18
Nottingham Trent University 16 37 735 18
University of Liverpool 30 38 536 18
University of East London 37 39 448 18
University of Hull 47 40 338 18
Keele University 59 41 229 18
University College Worcester 81 42 156 18
De Montfort University 13 33 945 19
University of Hertfordshire 21 34 659 19
University of Sheffield 24 35 643 19
Westminster College, Oxford 104 32 45 20
Manchester Metropolitan University 2 23 1297 21
Sheffield Hallam University 12 24 954 21
Coventry University 18 25 714 21
University of Derby 22 26 657 21
University of Greenwich 25 27 600 21
University of Bradford 42 28 366 21
Canterbury Christ Church University 
College
64 29 198 21
Cumbria College of Ait & Design 103 30 58 21
Northern School of Contemporaiy Dance 122 31 11 21
University of Luton 33 21 503 23
Bretton Hall 85 22 136 23
University College Northampton 26 19 594 24
Thames Valley University 39 20 390 24
University of Northumbria at Newcastle 8 16 1081 26
Liverpool Hope 50 17 333 26
Chester College of HE 75 18 166 26
University of Huddersfield 11 12 959 27
Staffordshire University 15 13 754 27
Anglia Polytechnic University 19 14 696 27
Edge Hill College of HE 46 15 338 27
Newman College 95 11 85 30
University of Lincolnshire and 
Humberside
17 10 725 31
University of Wolverhampton 5 8 1232 32
Westhill College 94 9 93 32
University of Central Lancashire 3 4 1284 34
Liverpool John Moores University 4 5 1272 34
University of Salford 7 6 1100 34
Bolton Institute of HE 32 7 511 34
University of Central England in 
Birmingham
6 3 1182 36
University of Sunderland 9 2 1068 37
University of Teesside 10 1 1024 41
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University performance Applications 2001 of English iioii-specialist institutions
(Source: UCASI
Institution 2000 2001
Suffolk College 1,288 1,088-
Birmingham College 1,970 1,513
Royal Holloway, University of London 8,950 7,772
Goldsmiths College, University of London 8,388 7,287
Imperial College 13,218 11,485
London Guildhall University 12,875 11,305
University of Sunderland 11,120 9,786
University of North London 13,842 12,464-
University of West of England 24,633 22,423 -
University of East London 12,876 11,226
Middlesex University 20,193 18,370
University of Surrey Roehampton 8,300 7,604
University of Northumbria 18,388 16,839
Bolton Institute of HE 4,757 4,374 -
University of Hertfordshire 15,599 14,266
University of Sheffield 31,058 28,599
Thames Valley University 7,127 6,577
University of Cambridge 12,246 11,347
St Martin's College Lancaster 4,039 3,744
Loughborough University 19,826 18,544
De Montfort University 26,032 24,200
South Bank University 11,949 11,159
Staffordshire University 15,862 15,001
King's College London 22,267 20,885
University College London 23,516 22,228
University of Sussex 11,184 10,573
University of Portsmouth 13,634 12,905
Newcastle College 177 151
Canterbury Christ Church Uni Coll 7,407 6,977
University of Southampton 26,687 25,609
London Institute 9,672 9,434
Bradford College 2,456 2,459
University of Surrey 6,628 6 ,384-
Sheffield Hallam University 26,289 25,383
City University 12,810 12,377
St Maiy's College 3,774 3,649
University of Leeds 45,125 43,743
Southampton Institute 9,486 9,400
Queen Mary, University of London 12,805 12,431
University of Manchester 34,352 33,408
Cheltenham Gloucester CHE 10,009 9,751
Lancaster University 16,145 15,720
University of Warwick 27,111 26,424
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Bournemouth University 14,043 13,599
Liverpool John Moores University 22,850 22,283
University of Brighton 20,335 19,655
University of Leicester 14,802 14,577
Buckinghamshire Chilterns Uni Coll 8,698 8,526
London School of Economics 13,194 13,024
University of Bristol 34,844 34,402 -
Luton University 7,432 7,372-
University of Durham 21,030 20,855
Rose Bruford College 2,449 2,433
Coventry University 17,762 17,800
Leeds Metropolitan University 24,035 23,744
University of Greenwich 15,746 15,687
Oxford Brookes University 17,605 17,481
University of Westminster 20,834 20,857
University of Plymouth 17,715 17,578
UMIST 11,040 10,992
University of Reading 18,554 18,479
University of East Anglia 10,625 10,585
Kent Institute of AD 2,698 2,851
University of Huddersfield 14,227 14,346
University of York 16,177 16,315
Aston University 10,424 10,557
University of Central England 13,793 13,917
School of Oriental African Studies 2,443 2,484
Uni Coll Northampton 9,904 10,094
University of Liverpool 22,058 22,465
University of Bradford 10,260 10,492
Uni Coll Chichester 4,016 4,111
University of Derby 11,336 11,822
University of Birmingham 32,001 32,846
Uni Coll Worcester 2,984 3,149
University of Kent 11,371 11,720
University of Newcastle 20,049 20,817
Nottingham Trent University 25,856 27,758
University of Oxford 9,658 10,113
College of St Mark St John 2,402 2,516
Keele University 8,383 8,784
University of Central Lancashire 16,008 16,905
University of Hull 13,324 13,993
King Alfred's Winchester 4,936 5,160
University of Exeter 17,119 18,260
University of Nottingham 38,669 41,142
Leeds Trinity All Saints College 3,788 4,031
University of Wolverhampton 14,333 15,192
College of Ripon York St John 3,618 3,888
University of Salford 14,572 15,977
Queen Margaret Uni Coll 5,673 6,139
Uni Coll Chester 9,240 9,986
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University of Lincolnshire Humberside 8,949 10,281
Brunei University 19,609 22,168 +
University of Bath 14,957 16,010
Manchester Metropolitan University 32,016 35,391
University of Teesside 8,610 9,583
University of Essex 7,940 8,901
Anglia Polytechnic University 8,165 9,187
Kingston University 16,769 19,498
Edge Hill CHE 5,024 5,663
University of Aberdeen 10,064 11,754 +
Liverpool Hope 4,958 5,893
Bath Spa Uni Coll 4,317 6,365
310
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League tables 2001 Entity standards (Source THES)
Institution Score
Cambridge 29.7
Oxford 29.3
LSE 27.9
Imperial 27.8
Bristol 26.7
Edinburgh 26.2
Nottingham 26.2
Warwick 25.9
Sheffield 25.8
York 25.4
Bath 25.3
UCL 25.3
Durham 25.1
King's 24.7
Birmingham 24.6
Glasgow 24.1
Manchester 24
Leeds 23.9
Newcastle-upon-Tyne 23.2
Exeter 23
UMIST 22.6
Lancaster 22.4
Southampton 22.1
Leicester 22
Liverpool 21.8
Royal-Holloway 21.8
Sussex 21.7
Loughborough 21.5
East Anglis 21.4
Aston 21.3
City 21.3
SOAS 20.8
Reading 20.3
Kent 20
Surrey 19.9
Queen Mary 19.4
Hull 19.3
Keele 19.3
Swansea 19.2
Brunei 18.8
Goldsmiths 18.8
Essex 18.1
Bradford 17.2
Essex 17.1
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Bournemouth 17.9
Nottingham-Trent 17,4
Bradford 17.3
Northumbria 16.4
Leeds-Metropolitan 16.3
West-of-England 16.1
Sheffield-Hallam 16
Oxford-Brookes 15.5
Salford 15.5
Liverpool-John-Moores 15.4
Portsmouth 15.2
Queen-Margaret 14.8
Bath-Spa 14.7
Central-Lancashire 14.5
Plymouth 14.5
Canterbury-Christ-Church 14.3
Central-England 13.9
Huddersfield 13.9
Anglia 13.8
Kingston 13.8
Westminster 13.8
Manchester-Metropolitan 13.5
Hertfordshire 13.4
Lincolnshire-&-Humberside 13.4
Coventry 13.3
De-Montfort 13.3
Worcester 13.3
Middlesex 13.1
Teesside 13.1
Chichester 12.9
Sunderland 12.2
Wolverhampton 12.2
Greenwich 12.
Brighton 12
Northampton 11.9
South-Bank 11.8
East-London 11.7
Buckingham-Chilterns 11.3
London-Guildhall 11.3
Luton 11.2
North-London 11.1
Thames-Valley 10.6
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Percentage of undergraduate students receiving firsts and 2:1s 2001.
(Source: THES. 20011
Institution %
Cambridge 88,9
Oxford 82.7
Bristol 76.1
Nottingham 73.9
SOAS 72.7
Warwick 71.9
UCL 70.1
LSE 69.9
Bath 68.3
Imperial 67.9
Birmingham 67.7
Manchester 66.4
Durham 65.9
East Anglia 65.3
Sheffield 64.5
Newcastle-upon-T yne 64.4
Exeter 64.1
York 63.4
Lancaster 62.7
King’s 62.7
Keele 62.2
Bath Spa 61.7
Reading 61.6
Aston 61.5
Leeds 60.8
Hull 60.4
Goldsmiths 59.5
Royal Holloway 59.1
De Montfort 58.9
Leicester 58
Sussex 58
Essex 57.9
UMIST 57.9
City 57
Southampton 56.8
Queen Mary 56.7
Dundee 56.5
Swansea 56.5
Loughborough 56.3
Oxford Brookes 56.2
Surrey 55.8
Liverpool 55.6
Westminster 54.6
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Percentage of undergraduate students receiving firsts and 2:1s 2001.
(Source: THES, 20011
Anglia 53.3
Kent 53
Hertfordshire 52.7
Brighton 52.2
Huddersfield 51.1
Middlesex 50.4
Nottingham Trent 50.1
Leeds Metropolitan 49.5
East London 49.3
Kingston 49.3
Surreylnstitute 49.3
Wolverhampton 49.2
Bournemouth 49.1
Northumbria 48.9
Sunderland 48.8
Brunei 48.5
Plymouth 48.3
Portsmouth 48.1
Sheffield Hallam 47.5
Bradford 47.1
Derby 45.8
West of England 45.4
Liverpool John Moores 45.1
Manchester Metropolitan 45.1
Teesside 45
Staffordshire 44.7
Worcester 44.5
Coventiy 44.4
Salford 43.9
Luton 43.7
Chichester 43.5
Central Lancashire 43.3
Lincolnshire & Humberside 42.8
Canterbury Christ Church 42.7
Central_England 41.7
Greenwich 41.6
Buckingham Chilterns 41.5
North London 40.9
Northampton 39.7
South Bank 38.8
Thames Valley 34.6
London Guildhall 33.7
QueenMargaret 31.3
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Applications per places available 2001 
(Source: UCAS)
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1994 Group Applicants in 2001 (000s)
Places 2001 
(00s)
Applications per 
place
University of Bath 16.01 20.88 7.667
Lancaster University 15.72 28.06 5.6
London School of Economics and 
Political Science 13.024 12.36 10.6
University of Durham 20.855 33.54 6.2
The University of Reading 18.479 29.25 6.3
University of East Anglia 10.585 23.7 4.4
University of SiuTey 6.384 15.99 3.9
University of Essex 8.901 16.82 5.29
University of Sussex 10.573 22.26 4.74
University of Exeter 18.26 25.56 7.14
UMIST 10.992 14.16 7.7
Goldsmiths, University of London 7.287 13.13 5.5
The University of Warwick 26.424 30.98 8.5
Royal Holloway, University of London 7.772 14.8 5.25
The University of York 16.315 20.07 8.1TOTAL 207.581 321.56 96.787
1994 GROUP average 6.7 over 
subscribed mean = 13.8k
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Financial Indicators Gain from research grants and contracts 2001 
Source: THES. 2001
Institution Gain from research grants and 
contracts
Surrey 1.22
Salford 0.95
Loughborough 0.63
UMIST# 0.60
Birmingham* 0.57
Bath # 0.56
Nottingham* 0.55
Bradford 0.50
Waiwick* # 0.49
Sheffield* 0.45
Durham # 0.43
Newcastle* 0.43
Reading # 0.42
Southampton* 0.42
East_Anglia # 0.41
Keele 0.41
Kent 0.41
Imperial* 0.38
Leeds* 0.37
Oxford* 0.36
Sussex # 0.36
Bristol* 0.35
Cambridge* 0.34
Exeter # 0.34
Lancaster # 0.32
York# 0.32
Manchester* 0.31
Liverpool* 0.26
UCL* 0.26
King's* 0.21
* Russell Group member
# 1994 Group Member
The gain from research grants and contracts is the ratio of gross margin (profit) from 
research grants and contracts to the salary of staff employed directly to cany out the 
research. The higher the ratio, the more profitable is the income from research grants 
and contracts. Source: JeffPursglove and Mike Simpson, University of Sheffield.
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Summary of field notes taken at an informal focus 
group held at the University of Surrey, 5 July 1999.
Aim
The aim of the focus group was to ascertain whether certain aspects of university role and 
function were commonly perceived. The group (n=5), a mixture of students and staff, were 
working collaboratively on projects in the Educational Liaison Centie at the University.
Methodology
The group were facilitated by the researcher to discuss the following key issues:
(1) What elements make up the main functions of the university?
(2) What types of university exist (how do they differ)?
Results
(1) What elements make up the main functions of the university?
The gi'oup quickly isolated thr ee initial, core aspects of university function these were (i) to teach 
students; (ii) to undertake research; and (iii) to enable students to get graduate level jobs. The 
final category that they defined they labelled the “other-wider role”. This aspect included the 
following roles that the university performs: (a) employing local people; (b) providing access to 
art and music; (c) social commentary; and (d) a moral imperative to ‘serve’ humanity.
(2) What types of university exist (how do they differ)?
The group began by employing the concepts of ‘pre-modern’, ‘modern’, ‘new-modertf and 
‘post-modern’ to consider the characteristics of certain types of universities. Lists of adjectives 
were coded into these categories. However the use of these researcher-defined, and somewhat 
abstract, concepts liindered the group’s discussion and they reverted to using more conventional 
cluonological typologies (e.g. Ancient and ex-CAT). The debate showed that the group shared a 
number of common ideas regarding the characteristics of each typology. A sample of these 
opinions have been provided below:
A n c ie n t  (p r e  m o d e r n ) P o s t - 1 9 9 2  u n iv e r s i t ie s  (n e w -  
m o d e r n )
E x -  C A T s  (m o d e r n )
O ld N e w M o d e m
E lite O p e n  a c c e s s V o ca tio n a l
P o sh F r ien d ly S c ie n t if ic
C o lle g ia l C o ip o ra te C orp orate
T rad ition a l P r o g r e ss iv e C o m p etit iv e
L ea rn in g T ra in in g T rain in g
E x c lu s iv e D iv e r s ity S p e c ia lity
Conclusion
The discussions showed that m ^iy of the ‘ideas’ regarding the role of tire university are shared. 
It also highlighted that institutions are perceived to have different priorities and identities from 
each other and that these are influenced by (a) reputation, (b) experience, and (c) the way the 
institution presents itself.
It was therefore considered prudent to conduct a manual word count analysis of sample 
documentary data to ascerfain whether evidence of institutional identity is communicated via 
text.
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Preliminary Pilot Data
3 2 4
A  m anual w o rd  co u n t a n a ly s is  o f  a sa m p le  o f  Surrey p ro sp ec tu ses
P re lim in ary  Pilot
1%6
1972
□  1976
□  1980
□  1984
□  1987 
2000i u
knowledge leaching
(not rctaied
C om p arin g  w o rd  u se  in 1 987  and 2 0 0 0  u ndergraduate p r o sp e c tu se s  from  the  
U n iv ers ity  o f  Surrey  (m a n u a l w o rd  co u n t)
II1S67
112000
Preliminary pilot analysis of University of Surrey undergraduate prospectuses. Words 
searched for came from focus group (n=5) of staff and students working 
collaboratively for the Educational Liaison Centre at the University of Surrey. The 
words were structured by the group into clusters: (i) knowledge; (ii) research; (iii) 
training; and (iv) other -  wider roles.
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A manual w ord  co u n t a n a ly s is  o f  a sa m p le  o f  Surrey p r o sp ec tu ses
C o m p a rin g  the u se  o f  the w o rd s ‘e d u c a tio n ’ and ‘s k i l ls ’ in a sa m p le  o f  Surrey  undergraduate
p r o sp e c tu se s  (m an u a l w o rd  co u n t)
20
& 14
1966 1972 1976 1980 1984 1987 2000
•sKiHs
"education
C o m p a rin g  data so u r c e s  1 9 9 6
120
20
[L
□Annual Report 1996 
M Undergraduate Prospectus 1996
Knowledge Scholarship Community
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Appendix C (iii)
Summary of definition and scope of the ‘^ corc* features of university 
Transmitting knowledge and producing cultured individuals
The definition of ^ knowledge’ in the university context is widely debated. This study 
considers both the practical application of knowledge transmission (of known facts to 
students) and the more philosophical perspective of knowledge development (in a 
cultural sense).
The term "culturaT in this work thus refers to the university function of producing 
cultured individuals, rather than directly alluding to ideas of guarding cultural 
heritage. This idea of producing cultured individuals is closely aligned with the notion 
of ‘scholarship’ which conveys as much about the attributes of the scholai’ as it does 
the procui ement of knowledge. For example, ‘^ scholarly’ suggests a learned ''attitude’ 
(Keai’ney, 1970). This ‘cultural’ or ‘scholarly’ function of a university tlius refers to 
learning for its own sake, rather than learning directed at employment or other 
specific outcomes. ‘Knowledge’ in this sense refers to John Hemy Newman’s idea of 
universities as being a space to ‘think, analyse, compare and discriminate’ (II.x.3), 
thereby linking understanding and critical engagement with knowledge. The term 
‘culture’ has generally been used in this study to point to a wise and discriminating 
quality which is encultured in students.
‘Knowledge’ in universities thus involves both the tr ansmission of specific knowledge 
for specific outcomes and the wider sense of developing a scholarly culture.
Training students in professional rotes and employment outcomes
Training students for professional roles or employment outcomes refers to the 
function of the modern university in tr aining students to take professional roles in 
society (sometimes referred to as producing employable graduates). It refers to a 
utilitarian view of higher education which sees universities as a training academy 
within society, both in terms of producing students that can exit university and be of 
immediate value to employers but also possessing the long-term transferable skills 
which provide the flexibility in the workforce now needed for economic sustainability 
(Assiter, 1995). Although this has always been an important fimction of the university 
(for example, universities provided training for the clergy long before the industrial
328
revolution), specific vocational training has increased in importance over the years to 
the point where it is now very prominent (Kearney, 1970).
Research
The tenn ‘research’ refers to the generation or discovery of new knowledge. This can 
be ‘blue sky’ research (pure research for its own sake), or research directed towards 
definite ends — commercial, governmental, or par humanitas (‘for the good of 
humankind’). Changes in the priority given to research is a key issue in this study — 
especially how this is balanced with the concurrent priority given to the knowledge 
and culture role of the university.
Wider duty to society
The final aspect of the role of the university—  a wider duty to society at large — has 
a number of possible interpretations. These include moral and ethical duties to 
society, as well as financial and practical duties. Although these two roles can be seen 
to be unlikely (even juxtaposed) partners, the pilot group (see Appendix C) classified 
both activities, the financial and the ethical into the same “wider duty” category. It is 
also worth noting that a number of institutions also include both aspects of this wider 
role within their mission statements.
With respect to moral and ethical duties, a traditional duty of the university has been 
to act as a ‘guardian’ by which it ‘keeps watch’ over the common interests of society, 
commenting and warning about the political or social actions of other agencies, 
including the State (Kerr, 1953).
With respect to the financial and practical aspects, universities are also concerned 
with economic matters in society. In particular, universities have a distinct role in 
supporting their local economies, and many are significant employers in their 
localities.
For the purposes of this study, both of these ideas of the wider duty to society — 
ethical and practical —  are considered. In par ticular, the study identifies instances in 
the data when universities have used moral imperatives concerning a duty to society 
in their public documentation.
As noted above, an analysis of the literatur e on educational history shows that the 
emphasis given to the four' facets has changed over time for various reasons. This
329
review explores these developments in particular historical periods, and considers the 
forces acting on universities which have led to these shifts in priority.
330
Appendix D
Coding Frame
331
T3OU
CO
• I
g
Q  o
■i
5o reO) CO0) c
% ou Q. a -c O CO@ 0> 0 Q_.c ViS) 0o0 0 (O£ re£ 0c c Q.
O) 05c O)
Q.
c
■q .
9 3n o 2
1
O)
«2
05
C0£ >
1 c
05
3 5 0JZ
O $ o>* d) c
2 ' _c (Ô re
O)c
2 2cn
3
£
_c
V)05cw 0 § o) £ Io JZ T3£5 1 1 1
O)c O)c
0s E
"2 ë Ê: io (/) Q. 0ou 2 re£ 1 £ra
)
D)re 2re 1o 3 31
w re CO re
£ S £o (A (A
)
0 s Bo £Sy to to0 c C _ck-o CO CN ■«-uw o O o0 2 2 2w o ore u 8 o0 (0 V) (OQ. < < <
I
00 g
til
^ 3
1lU ®
«2 E £ 5
I
I!i |
! i*%3
Î
I I
è'
&
■D
o
s
& ? ?
332
Appendix Ë
Index of source data 
(i) Universities 
(ii) External agencies
University of Surrey
Undergraduate Prospectus 
1968 
1972 
1976 
1980 
1984 
1988 
1992 
1996 
2000 
2002
Appendix E 
Index of source material
E(i) UNIVERSITIES
333
Mission Statement 
1995 
2002
HEFCE Profile 
1995
Bath, Bristol, Cambridge, Exeter, Kings, North London, Nottingham, Teesside, 
Wajrwick
Undergraduate Prospectus 
2002
Mission Statement 
1995 
2002
HEFCE Profile 
1995
1994 Group
Mission Statement
1995 
2002
HEFCE Profile 
1995
Russell Group (only English institutions)
Mission Statement 
1995 
2002
HEFCE Profile 
1995
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Index of source material
E (ii) EXTERNAL AGENCIES
THES: Statistical analysis online 2001-2002 
Source: http\\:www.tlies.co.uk
Graduate First Destination Survey 
Teaching quality 
Research Assessment Exercise 
Low participation neighbourhood data 
Entry standards 
Firsts and upper seconds 
Resear ch gain
Universities Central Admissions Council (UCAS)
Source: http\\:www.ncas.ac.uk
Applications 2000/2001
Office for National Statistics (ONS) 
Source: http\\:www.statistics.gov.nk
UK unemployment figures fi'om 1970 to 2000
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